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ABSTRACT

Henderson, Susan S., Ed.D., University of South Alabama, May 2022. Investigating
Music Teacher Job Satisfaction, Professional Development, and Administrative Support.
Chair of Committee: Benterah C. Morton, Ph.D.

This research study was designed to investigate music teachers’ perceptions of job
satisfaction, professional development, and administrative support and to explore
possible existing relationships between music teacher job satisfaction and number of
hours of music related professional development while exploring possible relationships
between music teacher job satisfaction and perceived level of administrative support.
Data, which were analyzed for music teachers (n = 47), came from a quantitative survey
and a series of qualitative focus groups. For the analysis of job satisfaction data, a mean
of M = 4.23 and a standard deviation of SD = 0.76 was obtained, indicating between a
high to moderately high level of job satisfaction. Analysis of professional development
data found a mean of M = 1.76 and a standard deviation of SD = 0.53, indicating
participants attended between 0 and 15 hours of music-related professional development
annually. Analysis of the administrative support data found a mean of M = 3.66 and a
standard deviation of SD = 1.03, indicating between a neutral to moderate level of
administrative support. Results indicated a positive relationship that was approaching
significance between music teacher job satisfaction and amount of music related
professional development. A strong positive correlation was found between music

x

teacher job satisfaction and perceived administrative support. Qualitative data analysis
revealed the three major themes of job satisfaction, professional development, and
administrative support. Each major theme was then broken down into subthemes. The
subthemes of professional development were collaboration and relationships, teacher
preparation, stress, scheduling, and perceptions of the job. The subthemes of professional
development were ideal professional development, relevant professional development,
observations, and effects of music professional development. The subthemes of
administrative support were ideal administrative support, examples of good
administrative support, examples of poor administrative support, and administrator
presence.
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CHAPTER I
OVERVIEW OF STUDY

Introduction
A recurring topic of discussion in the world of education is the national shortage
of teachers (Madigan & Kim, 2021; Glazer, 2018). The teacher shortage extends to the
more specialized area of music education, and a contributing influence on attrition is
teachers leaving the profession before retirement (Hancock, 2009). This mixed-methods
research study examined the relationship between music teachers’ job satisfaction,
professional development, and administrative support. A sample of music teachers
consisting of elementary music, secondary vocal music, and secondary instrumental
music responded to a survey to determine thoughts in the areas of job satisfaction, music
related professional development, and perceived support of administration. Results of the
study provided the levels of music teacher job satisfaction, music related professional
development, and administrative support. Relationships were also examined between
music teachers’ jobs satisfaction in relation to annual amount of professional
development and between music teachers’ job satisfaction and perceived level of
administrative support. Based on those relationships, the study explored the connections
further with qualitative inquiry in the form of focus group interviews. The implications of
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this study provides administrators with evidence to consider for improving teacher
retention.
Problem Statement
High levels of general and music teacher attrition are a problem of practice that
warrants attention, and the issue spans across schools of varying socioeconomic status.
Teacher shortages in schools of low socioeconomic status are not a result of inadequate
staffing, but rather an inability to retain teachers (García Torres, 2019). Predictions of
teacher attrition are continuing to increase from the current 15.7% of teachers leaving the
profession annually (Rumschlag, 2017), with many teachers leaving the career after only
a few years. Research specifically related to music teacher attrition is dated, but a 2002
study documented an attrition rate of 17% within the first 10 years of teaching and an
attrition rate of 34% after 6 additional years (Madsen & Hancock, 2002). Teachers leave
the profession for a myriad of reasons, including low job satisfaction, with the term job
satisfaction referring to the sense of fulfillment, gratification, pride, enjoyment, and
happiness felt by employees (Ansah-Hughes, 2016). Additionally, music programs with
high turnover rates caused by the attrition of music teachers can suffer from poor
classroom culture, where students suffer from apathy and lack accountability
(Kristofferson, 2019). Explored reasons for low teacher job satisfaction include lack of
mentor programs and limited opportunities for collaboration with colleagues (Bautista &
Wong, 2019), dissatisfaction and lack of support from administration (Matthews &
Koner, 2017; Hancock, 2016), insufficient salary for the expected workload (Rickman et
al., 2017), and stress and burnout from the demands of the profession, including testbased accountability (Ryan et al., 2017). Dunn et al. (2017) found seasoned teachers with
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10 or more years of experience, who leave the field, still professionally identify as
educators, suggesting outside factors influencing teachers’ decision to leave the teaching
field other than a simple loss of interest in the profession.
Teaching requires a high degree of sheer professional competence and motivation
as teachers are required to take on the responsibilities and roles of leader, counselor,
tutor, manager, and team member (Ansah-Hughes, 2016). The job expectations for music
teachers are frequently very extensive and require a great deal of personal and
professional commitment beyond that of non-music teachers. Additional rehearsals,
concerts, contests, and public performances commonly take place outside of standard
school hours. Matthews and Koner (2017) found from a survey of 7,463 experienced
music teachers that 23.5% reported working conditions/workload/ time commitment to be
the least favorite part of their jobs. The time spent at work can potentially cause family
strain, and the compensation is not reflective of the time required to maintain a successful
music program (Madsen & Hancock, 2002). Many school systems are forced to resort to
lowering the standards of proficiency and experience to fill music teaching openings
(Ingersoll et al., 2018), resulting in program declines. The issue of music teacher attrition
is evident in the high rates of teachers leaving the field (Gray & Taie, 2015) and the large
number of music teachers who suffer from job-related stress and burnout (Varona, 2018).
Constant advancements and changes in the field of education require teachers to
become lifetime learners to keep pace with current educational trends. Active
participation in professional development prepares teachers to face problems and prepare
classroom activities to suit the lessons and students (Cockpim & Somprach, 2019).
Professional development is an essential component of every teacher’s career and serves
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as the primary method for engaging the individual educator in learning directed toward
improved performance (Angeline, 2014). Bautista and Wong (2019) found music
teachers considered the most helpful PD experiences to have a deep and rich mix of
content and dealt mainly with topics related to music knowledge, music related skills, and
instructional practices. Routine engagement in professional development equips music
teachers with the necessary tools to promote student learning (Bautista et al., 2017).
Similar to the way professional development influences teachers in the classroom,
school administration has the power to affect a school’s culture depending on leadership
style, vision, and organization. Administrators play an important role in teacher job
satisfaction, retention, and attrition (Baker, 2007), job satisfaction for educators is
strongly associated with perceptions of supportive school leadership (Ansley et al., 2019).
Examples of administrative support include providing mentors for new teachers, assisting
teachers with behavior management issues, and cultivating positive school environments
(Bennett et al., 2013). Typically, over the span of their careers and across various school
settings, music teachers are exposed to a spectrum of leadership styles and personalities.
Administrators who demonstrate transformational leadership are desirable in many fields,
including education (Fowler et al., 2016). Employee commitment, job satisfaction, and
motivation to learn have been linked to transformational leadership (Eliophotou-Menon
& Ioannou, 2016). Teacher perceptions of distributed leadership have also been found
through research to be significantly and positively associated with their job satisfaction
(García Torres, 2019). These findings indicate a desire from teachers to be included in the
delegation of leadership tasks and responsibilities.
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Purpose of the Study
Although an abundance of literature exists regarding teacher job satisfaction, little
focuses specifically on music educators. The purpose of this research study is to
investigate music teachers’ perceptions of job satisfaction, professional development, and
administrative support and their possible relationships. The research study examines
perceptions of current music teachers on how professional development and
administrative support affect overall job satisfaction. By identifying primary reasons
music teachers experience low job satisfaction, school administrators can formulate and
implement countering measures to improve job satisfaction and reduce the overall rates
of music teacher attrition.
Rationale and Significance
Evidence suggests that a significant part of the problem of teacher attrition lies
not in a lack of teacher education graduates, but in an inability for educational institutions
to retain the teachers hired (Dupriez et al., 2016). Cultivating a workplace that places
significance on music teacher job satisfaction is necessary to reduce the current rates of
music teacher attrition, but limited research exists involving specific qualities of
leadership associated with teacher attrition or job satisfaction (García Torres, 2019).
Moreover, music teachers have also typically been excluded from explanatory studies
focused on the features of effective PD due to the limited availability and variety of
music specific PD initiatives (Bautista & Wong, 2019). Music teacher attrition has a wide
range of repercussions including causing extra stress and dissatisfaction for the remaining
music teachers who must take on extra responsibilities as well as a potential negative
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impact on student learning and performance as experienced teachers are replaced by
novice teachers with less experience (Russell, 2012).
Role of the Researcher
The researcher works as a middle school band and choir teacher at a magnet
school in a large public-school district in the Southeastern United States. Working for
eight years as an employee of this school district has allowed her to form professional
relationships with teachers within the district and with music teachers in the surrounding
regions. The researcher is invested in providing research that contributes to the
improvement of music teacher job satisfaction while also developing a lens through
which to isolate and improve the specific area of music teacher attrition.
Research Questions
The following research questions will frame the mixed methods research study:
Quantitative Research Questions
1. What is music teachers’ perceived level of job satisfaction?
2. What is music teachers’ amount of music related professional development?
3. What is music teachers’ perceived level of administrative support?
4. What is the relationship between music teachers’ perceptions of job
satisfaction and the number of hours of music related professional
development?
5. What is the relationship between music teachers’ perceptions of job
satisfaction and perceived level of administrative support?
Qualitative Research Questions
6. What are music teachers’ perceptions of administrative support?

6

7. What are music teachers’ perceptions of professional development?
8. What are music teachers’ perceptions of job satisfaction?
Assumptions
The study assumed that participants would answer the questionnaire honestly and
objectively for the purpose of the study. Further assuming that participants who took part
in the focus groups were invested in the purpose of the research study for improving
current music teacher attrition rates. Finally, the study also assumed a general similarity
between music and non-music teachers in relation to retention and attrition.
Delimitations
A delimitation of the research study was that the data collected was only from two
school districts with significantly different populations in socioeconomic and racial
makeup. The participant sample included teachers from the population of music teachers
from two neighboring school districts in the Southeast United States. The participants
were also all from a respectively small geographical area and have a professional
working relationship with the researcher.
Limitations
A restriction of the research study is that all participants were from a respectively
small geographical area and have a professional working relationship with the researcher
and with each other. The electronic distribution of the survey might have also limited the
response rate. The collection of data during the COVID-19 pandemic and restricted
geography covered by the research could have influenced the overall results of the study.
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Definition of Terms
Elementary music teacher: A music teacher whose primary teaching
concentration is general elementary music for students from kindergarten to fifth grade.
Itinerant music teacher: A music teacher employed in a position with teaching
responsibilities spread across multiple schools.
Professional development: Professional development is broadly defined as
activities or opportunities that are designed to develop educators’ skills, knowledge, and
expertise (Borko, 2004; Yoon & Kim, 2021).
Secondary instrumental music teacher: A music teacher whose primary
teaching concentration is instrumental music for students from sixth to twelfth grade.
Secondary vocal music teacher: A music teacher whose primary teaching
concentration is vocal music for students from sixth to twelfth grade.
Teacher job satisfaction: Teacher job satisfaction refers to the level of
fulfillment a teacher gains from work and is a multidimensional construct due to the
nature of the profession (García Torres, 2019).
Teacher attrition: Refers to the rate at which teachers leave the profession before
retirement.
Conclusion
This chapter contains an introduction to the topic of music teacher job satisfaction
and its connection to music teacher attrition. Included is a description of the study
conducted to provide additional research involving music teacher job satisfaction by
investigating the relationships between music teacher job satisfaction and participation in
professional development and the relationships between music teacher job satisfaction
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and administrative support. The following chapters provide a review of current literature
examining teacher job satisfaction and contributing reasons for music teacher attrition
and outline the methodology that was used to obtain research data specifically targeted
towards factors affecting music teacher job satisfaction. Chapter II begins with a detailed
discussion of the issue of music teacher job satisfaction and its relationship to music
teacher attrition and provide the theoretical framework upon which this research study is
based. Next there is thorough discussion of current factors affection music teacher job
satisfaction including professional development, administrative support, teacher
preparation and experience, working conditions, health, and salary. Chapter II concludes
with a closer look at music teacher attrition and the importance of arts advocacy. Chapter
III discusses the design of the research study and provides specific information detailing
the sampling, participants, instrumentation, procedures, and concludes with the methods
that was used to analyze the quantitative and qualitative data collected. Chapter IV
presents the findings of the research study. Chapter V discusses the findings and their
implications and concludes with the researcher’s recommendations for future research
and recommendations for policy and practice.
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CHAPTER II
REVIEW OF RELATED LITERATURE

This chapter explores the extant literature related to music teacher satisfaction as
an effort to improve current music teacher attrition rates. The literature discussion will
include an introduction to the issue of music teacher job satisfaction and attrition, the
theoretical framework for this study, a brief history of teacher attrition, arts advocacy,
professional development, administrative support, teacher preparation and experience,
working conditions, music teacher health, salary, and music teacher attrition. Although
some of the literature is somewhat dated due to a general lack of research in the field of
music teacher job satisfaction, professional development, and administrative support, all
discussed literature is directly relevant to the research study.
The Issue
Despite a growing need for teachers in the education field, a sizable proportion of
music teachers are still exiting or have plans to exit the profession. Robison and Russell
(2021) found in a survey of 115 rural Wyoming music teachers that 12.1% of participants
planned to leave the profession which remained consistent with the 12.3% found by
Russell from a larger geographical sample of 312 music teachers in 2012 (Russell, 2012).
A logical conclusion is that teachers leave the profession in part due to low levels of job
satisfaction. Teacher job satisfaction refers to the level of fulfillment a teacher gains from
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work and is a multidimensional construct due to the nature of the profession (García
Torres, 2019). Madsen and Hancock (2002) determined that understanding the personal
and professional variables affecting music teacher job satisfaction could provide answers
as to why so many leave the teaching field before retirement.
Student enthusiasm, performance skills, and musical competencies have all been
found to be significant contributing factors to music teacher job satisfaction (Heston et
al., 1996), but high rates of teacher turnover caused by attrition negatively affect student
achievement (Lindqvist et al., 2014). Other recognized factors that negatively affect
music teacher job satisfaction include administrator support (Olsen & Huang, 2019),
working conditions, workload, time commitment (Matthews & Koner, 2017). Additional
recognized factors include negative student attitudes, and inappropriate student
behaviors, and teaching load (Heston et al., 1996).
According to Rumschlag (2017), educators can feel irritated when not treated as
professionals and lack control of their instruction when trying to conform to others’
philosophies. High teacher attrition rates place a considerable burden on schools,
teachers, and students while negatively influencing the effectiveness of the educational
process (Hong, 2010). Cost implications are also associated with teacher attrition, as
funds are needed to recruit and train new teachers (Wushishi et al., 2014).
The consistent increase in population in the United States over the years has led to
growing numbers of students in the education system and requiring more teachers to
service those students. The past thirty years in education has experienced a shift as the
teaching force has become larger, less experienced, and more racially and ethnically
diverse (Ingersoll & Merrill, 2017). Although there are more teachers in the profession
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than there were thirty years ago, the growing numbers of students entering the classroom
is still leaving schools with a shortage of qualified educational professionals. Moreover,
over 50% of US teachers and principals are Baby Boomers that will soon retire and cause
schools to face a teacher shortage that cannot be ignored (Huling et al., 2012). While the
number of typical subject-area teachers at the middle and secondary school level
increased by 68% from 1987 to 2016, the number of music teachers were among the
slowest growing subject areas (Ingersoll et al., 2018).
Levels of teacher attrition are causing the quality of education to decline as
seasoned teachers are replaced with new teachers that are lacking in experience. A review
of the literature reveals a multitude of variables that affect teachers’ job satisfaction and
decisions of whether to stay in the teaching field or leave their position for alternate
employment opportunities.
Theoretical Framework
This study drew its theoretical framework from the Existence-Related-Growth
Theory (Alderfer, 1972) which is based upon both social and psychological foundations.
Job satisfaction is perhaps one of the most prominent factors affecting teachers’ decision
to stay or leave the education profession based upon the hedonistic philosophy that states
all organisms tend to move away from painful or unpleasant stimulus (Jordaan &
Jordaan, 1989; Maforah, 2015). Abraham Maslow developed one of the most popular
needs theories to determine job satisfaction of employees depicting a hierarchical order of
needs that must be satisfied to motivate behavior (Maforah, 2015) which posits job
satisfaction as being largely influenced by internal and personal factors (Pepe et al.,
2017). Alderfer condensed Maslow’s five hierarchical levels into three to create the

12

Existence-Related-Growth (ERG) theory that combines the physiological and security
needs instead of separating them (Maforah, 2015). Under Maslow’s hierarchy, before
teachers can reach the self-actualization level the basic need of a feeling of belonging
with an academic community must be established. Teachers are then able to attain
mastery, achievement, and gratification (Rumschlag, 2017). In contrast, Alderfer’s ERG
model assumes the satisfaction of existence, relatedness, and growth needs does not
necessarily follow a progression from basic needs to higher level-needs and an individual
may be motivated by all three needs simultaneously (Dewey, 2020).
Alderfer (1972) defines ERG theory as a conceptual and empirical system for
understanding, explaining, and predicting the satisfaction and desire properties of human
needs. Existence refers to the basic requirements for daily living. Relatedness is the need
for social interaction, and growth is the complex need for creativity, self-esteem, and
worthwhile work. Alderfer et al. (1974) tested derivations from ERG theory and found
the results to be consistent with previous results obtained by field correlational methods.
This theory has been applied in a variety of professional fields such as medicine (Wang et
al., 2021), business (Arnolds & Boshoff, 2002), and in education (Diep et al., 2019).
While the ERG theory has been applied in different areas, this study uses the ERG theory
as a theoretical framework because its three defining features are needs common to all
workers, including music educators.
History of Teacher Attrition
A review of literature regarding the problem of teacher attrition revealed literature
dating back to the mid-1970s, supporting the theory that the issue of teacher attrition is a
longstanding problem that has persisted over the last thirty years (Ingersoll et al., 2018).
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Some of the earliest references to reasons for teacher attrition are related to overall job
satisfaction and include dissatisfaction with working conditions, salary levels, limited
opportunities for advancement, lack of respect, and a lack of support from administrators
and peers (Smith-Davis & Cohen, 1989). These cited reasons are factors influencing
teachers’ decisions to leave the teaching profession (Smith-Davis & Cohen, 1989).
From the beginning, research has indicated that a disproportionate number of
teachers leave the field in the early years of teaching (Smith-Davis & Cohen, 1989).
Researchers’ analysis of North Carolina public school teachers hired from the 1979-80
school year through 1996 found that by the end of the fifth year, a third of teachers left
the profession. In this study, male teachers were much more likely to leave than female
teachers, and high school teachers left at a rate higher than middle and elementary
schools (Konanc, 1996). In recent years, Gray and Taie (2015) conducted a longitudinal
study to examine public school teacher attrition and mobility for the first five years and
found that out of all beginning teachers from 2007-08, 10% did not teach in 2008-09,
12% did not teach in 2009-10, and 17% did not teach in 2011-12. These findings are
consistent with current research despite the passing of time.
Research still supports the idea that new teachers with less than five years of
experience are more likely to leave the field than experienced teachers (Harfitt, 2015;
Ingersoll et al., 2018). There are discrepancies about the precise current rates of teacher
attrition, but the consensus of researchers is that the attrition rate of new teachers is high
with some studies finding attrition rates as high as 50% in the first five years (Harfitt,
2015). Teacher exit rates are still much higher in secondary education than at pre-school
and primary levels (Dupriez et al., 2016). Despite years of research analysis, the issues
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and causes for teacher attrition are still persistent. Solutions applied to the problem have
proven ineffective as evidenced by the growing presence of attention regarding teacher
attrition.
Teacher attrition is a more non-linear and complex phenomenon than what is
sometimes presented. In many cases, dropouts are temporary, and individuals sometimes
leave and then return to the profession over time (Lindqvist et al., 2014). The willingness
of former teachers to return is sometimes related to their career status, such as how many
years they have in the teaching field or desired grades and subject areas being taught
(Hancock, 2016). Additional research may help solve the problem of teacher attrition, but
the consistency of the evidence contributing to teacher attrition from the beginning lends
itself to the idea that a solution may be formed from the literature that currently exists.
The first five years of teaching are the initial survival stage, but even stage two
teachers who surpass that milestone experience high rates of attrition in both music and
general education (Eros, 2013). While successfully making it through the first five years
of teaching is an important milestone, additional contributors that are important to teacher
job satisfaction are the relationships teachers have with students and student engagement.
An exploratory study conducted in 2017 found that overall music educators were satisfied
in their teaching positions indicating reasons related to student engagement and
relationships; however, 73.9% of the teachers who participated in the survey had been
teaching less than 20 years, which correlates with the idea that teachers are leaving the
profession earlier in their careers (Matthews & Koner, 2017). Regardless of whether
music teachers leave towards the beginning, middle, or end of their careers, the
abundance of scholarly literature (Bernhard, 2016; Ingersoll et al., 2018; Rumschlag,
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2017; Shaw, 2018) dedicated to this topic provides irrefutable evidence that the issue of
teacher attrition must be addressed.
Arts Advocacy
The first national standards for music were created by a task force of music
educators in 1994 (Rampal, 2015), recommending that all students receive music as a
part of their education. A systematic literature review by Jindal-Snape et al. (2018)
examines the association between children’s participation in the arts and their academic
achievement. While results from the research varied, there were general academic
benefits for students that surfaced from participation in fine arts, such as increased
confidence, creativity, and a more positive attitude towards learning. These findings lend
credence to the philosophy that student participation in arts education can positively
affect academic achievement. Administrators and parents need to be educated about the
goals and importance of music education and the unique challenges that music educators
face (Hancock, 2008).
Many fine arts educators object the promotion of arts education for academic
benefit (Sochacka et al., 2016). Nevertheless, student achievement is a driving force in
educational institutions, and for good reason, but it is increasingly rare for art to be taught
just for the sake of art. As schools place more and more weight on curricular focus of the
most tested subjects of reading and math, less time and resources are devoted to the arts
(Shaw, 2019). Arts participation may include more intrinsic benefits than simply the
instrumental, essentially economic justification of improved academic standards (JindalSnape et al., 2018). Music programs often have close ties to the community that are
demonstrated by collaborations that are mutually beneficial, interesting, and even
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empowering for students (Salvador, 2019). For students to receive any benefit from fine
arts, there must be qualified and available music educators actively teaching in the field.
For this reason, the objective of improving music teacher job satisfaction as an effort to
reduce music teacher attrition should be given the warranted attention it deserves by
academic researchers to ensure students are provided the opportunity to participate in fine
arts education.
Science, Technology, Engineering, Art, and Math (STEAM) is growing in
popularity as a program to enhance educational curriculums. While core teachers
embrace the concept of using the arts to enhance the creativity of students and promote
interests in STEM fields, some art educators object to the justification of arts inclusion
only to improve student performance in other areas (Sochacka et al., 2016). Matthews
and Koner (2017) even found from a survey of 7,463 K-12 music teachers their primary
concerns for the profession included lack of support for music, loss of funding, and an
emphasis on science, technology, engineering, and math (STEM) subjects. While arts
education has been shown to positively impact student learning when incorporated into
other curriculums, the value of art is not in what it can do for other subject areas. By
adopting this limited viewpoint, the true benefits of art education are overshadowed by
how it impacts student achievement.
Music teacher attrition could be the result of a variety of factors, but it is
important that music teachers remain a separated and specialized teaching role.
Beginning teachers outside of the music discipline frequently do not feel competent or
confident teaching music in a school setting (Webb, 2016). The inclusion of fine arts in
core subjects is admirable, however the fine arts have additional value in and of
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themselves. The benefit of arts education has seen significant debate regarding cultural
engagement, improved academic achievement, and as a contributor to the general
creative economy (Sowden et al., 2015). Core teachers are frequently encouraged to
incorporate fine art elements into their classroom activities to stimulate and enhance
student learning. A study conducted by Sowden et al. (2015) promotes the inclusion of
arts education for the creative cognitive benefit for students; as increasing numbers of
music teachers leave the profession, the learning potential for students decreases. The
results of this study found students who participated in improvisation interventions
showed better divergent thinking and creativity after the intervention (Sowden et al.,
2015). The implications of the study findings suggest that simple, arts-based
improvisation interventions could have domain general benefits for creative cognition
processes. Arts education should have a central place in the curriculum and be available
to all children.
The issue of improving music teacher job satisfaction to reduce music teacher
attrition is an important pursuit for academic researchers because of the negative
implications that a lack of music education would have on students. Many music
classrooms have their own unique cultures that draw students to them and nurture themes
such as accountability, collaboration, leadership, relationships, and respect along with
musicianship (Kristofferson, 2018).
Music education and the benefits it provides for developing children and children
with special needs has recently become an area of interest to cognitive neuroscientists
(Rose et al., 2018), noting structural brain differences between musicians and nonmusically trained people. The Rose et al. (2018) case study follows an 8-year-old student
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who was diagnosed with Comorbid Autism Spectrum Disorder, Attention Deficit
Hyperactivity Disorder, sensory processing difficulties, dyslexia, and dyspraxia during
the study. Results showed improvements in the child’s fluid intelligence and motor skills
after participating in music education for one year, concluding that musical learning has
shown to have transfer effects that positively impact emotional and academic learning
(Rose et al., 2018).
The music therapy profession is a growing field, and the potential benefits of
including music therapy in public special education classes should not be discounted
(Rose et al., 2018). The study in this article provides support for the advocacy of music
education in schools, specifically in the area of special education. The findings merit
additional research in the area of music education as a therapy tool for special education
students, but fine arts are an important part of the curriculum for all students and should
be available for every student.
Professional Development
Ongoing professional development is a necessary part of any teacher’s education.
Professional development does more than simply educate teachers about new educational
practices. It revitalizes teachers’ passion while providing the motivation needed to
continue in the profession, but empirical research targeting music educator professional
development was virtually absent from the literature until approximately 15 years ago
(West, 2021). Since then, the research has grown to include numerous systematic studies
(e.g., Bautista et al., 2017; West, 2021; Yoon & Kim, 2021). The literature includes many
definitions for teacher professional development, but for the purposes of this study
professional development is broadly defined as activities or opportunities that are
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designed to develop educators’ skills, knowledge, and expertise (Borko, 2004; Yoon &
Kim, 2022).
A growing form of professional learning for teachers is the participation in either
local or distance learning Professional Learning Communities. Professional Learning
Communities (PLCs) support teacher professional development and shift the focus from
teaching to learning (Battersby & Verdi, 2015). Research suggests that teachers who
participate in a professional development (PD) school are more likely to persist in
employment as compared to their traditionally prepared counterparts (Latham et al.,
2015). Participation in PD is not the only component that influences teacher retention.
Angeline (2014) suggests that teachers should be included in planning and implementing
a successful personalized teacher development plan. Similarly, Johnson et al. (2019)
advocate for the reframing of professional development as a local responsibility where
decisions regarding PD would be generated by a network of teachers, teacher-educators,
and administrators. The inclusion of teachers for the planning and implementation of
professional development assigns a sense of ownership to the teachers. This idea is
complicated for music educators who are often marginalized when school administrators
design professional development activities forcing music educators to attend professional
development sessions tailored to other subject areas (Battersby & Verdi, 2015). Negative
views of music teachers for school led professional development include a disagreement
that professional experiences are well received by the faculty, relevant to their teaching,
and immediately applicable in the music classroom (Sanderson et al., 2019).
The kinds of questions music education researchers have been able to investigate
regarding music-specific PD have been seriously restricted by the limited availability and
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variety of music-specific PD opportunities (Bautista & Wong, 2019), and the specialized
needs of music teachers are rarely addressed in formal PD (Todd & Hancock, 2015). The
commendable improvements for music related PD in content specificity made between
1993 and 2012 were undercut by deficiencies in social interaction,
voluntariness/autonomy, sustained duration, relevance, and inadequate policy support
(West, 2021), resulting in a lack of effectiveness. Typical professional development
opportunities offered to school music teachers are ineffective due to being sporadic,
unsystematic, and capricious in both purpose and content (Bautista & Wong, 2019).
Additionally, the needs and interests for professional development may change over the
course music teachers’ careers (Eros, 2013). Allowing music educators to participate in
the planning and implementation of school wide professional development would
increase the likelihood of planning professional learning that could also be applicable to
music educators.
Music teachers have been found to engage in music related PD by attending and
presenting at conferences and workshops, partaking in observations and collaborations,
and even conducting individual research (West, 2021). Several motivational factors are
associated with music teachers’ participation in PD. Research reveals that the strongest
motivational factors for teacher professional development include student outcomes, job
satisfaction, and technology development (Potera & Mehmeti, 2019). This inclusion of
technology development is interesting because Gallo (2018) actually found music
educators engaged in significantly less activity devoted to computers for instruction in
comparison to most non-music teachers and generally found such engagements less
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useful. Furthermore, patterns of teacher PD participation have been closely linked with
socio-demographic characteristics as well their beliefs as teachers (Yoon & Kim, 2022).
Professional development for teachers is not restricted to structured sessions and
conferences. In fact, traditional generic, short, one-off lecture-style forms of PD typically
offered to music teachers have been perceived by music teachers as the least helpful
(Bautista & Wong, 2019). The nature of music education affords music teachers with
unique opportunities to experience professional growth outside of the traditional
classroom. Music teacher professional development includes but is not limited to the
areas of conducting technique, rehearsal technique, and repertoire in addition to teaching
strategies (Fraser, 2017). Eros (2013) states valuable professional development may also
take place in unstructured formats such as informal interactions with other music
teachers. An investigation regarding types of music teacher professional development
found most music related PD initiatives place emphasis on instructional practices (e.g.,
music-specific pedagogies, teaching methods, how to use technologies in class), followed
by music content knowledge (e.g., music theory and concepts, instrumental skills,
singing; Bautista et al., 2017). Designing customized programs of study is another way
for music teachers to rejuvenate teaching and continue professional learning (Fraser,
2017). Outside activities, such as concerts, conferences, preparation for student
performances, and trips, are also associated with learning factors (Bukantaitė &
Kubiliūtė, 2015). Music teacher professional development should include the areas of
conducting technique, rehearsal technique, and repertoire in addition to teaching
strategies (Fraser, 2017).
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Retention
Administrative Support
Principal support within the school is an influential factor directly related to
teacher job satisfaction (Olsen & Huang, 2019), suggesting that administrative support
affects teacher longevity in the profession. Administrators have a direct impact on the
retention of teachers at their school, and a higher level of support from the administration
has been shown to increase the probability of teachers remaining at the school (Hughes et
al., 2015). Novice and experienced teachers alike view administrative support and
relations as prominent influences to remain in the teaching field (Bennett et al., 2013).
Transformational leadership has become a focus of school administrators in recent years,
and educational institutions actively seek out transformational leaders in the hiring
process (Fowler et al., 2016). Just as transformational school leaders improve the
likelihood of teachers to be committed to their work (Eliophotou-Menon & Ioannou,
2016), the style of leadership used by school administrators influence teachers’ job
satisfaction and performance. Achieving the best performance from employees requires
more from education leaders than simply completing the administrative duties required of
the position, there must also be an emotional understanding of employees and their
professional needs. Leaders with high emotion perceptions positively influence
employees and achieve higher performance (Vidyarthi et al., 2014). Music teachers face
unique challenges from non-music teachers in relation to administration support. Issues
commonly faced by music teachers include differing understandings from administration
on the importance of music education, a tendency of administrators to perceive music
education as an extracurricular activity, and challenges to the content of instruction
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(Madsen & Hancock, 2002). Finding ways to increase administrator awareness of teacher
attrition and training administrators on the different supportive methods might be a partial
solution to reducing teacher attrition (Zhang & Zeller, 2016).
Hard-to-Staff Schools
Hard-to-staff schools constantly battle with the issue of teacher retention.
Teachers frequently leave schools identified as low performing for other teaching options
due to low achieving students or discipline problems. Hughes et al. (2015) examine the
relationship between principal support and teacher retention in hard-to-staff schools and
found the ability to receive support from administration in the areas of emotional,
environmental, and instructional support impacted teachers’ decision to stay or leave in
hard-to-staff schools. Another notable result from the study was that principals perceived
their support for teachers was greater than the support teachers felt they received (Hughes
et al., 2015). The authors propose one way to improve teacher retention in schools is to
increase the ratio of administrators to teachers. This would allow the principals to spend
more individual time with teachers providing emotional, technical, instructional, and
environmental support.
Principal leadership and job fit are contributors to teacher mobility and attrition.
Player et al. (2017) found through data from roughly 3,000 teachers that leadership and
person job-fit are predictors of teacher retention for both schools and the profession itself.
Adjustments to leadership practice and closer screenings to ensure good job-fit could
therefore positively impact rates of teacher mobility and attrition. Research is sparse in
person-environment fit as a factor in teacher turnover in K-12 education (Player et al.,
2017). Based on the findings in this study, the authors conclude that school districts
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should validate leadership practices in schools and ensure teaching applicants’ match the
demands of the profession to increase the likelihood of long-term teacher retention.
Significant predictors for music teachers changing schools or leaving the field
entirely include young age (less than 30 years old, 30-39 years old), extracurricular hours,
dissatisfaction with salary, and limited support from administration (Hancock, 2008).
Administrative support particularly has a large impact on the retention of music teachers
(Player et al., 2017). Research has found administrative presence, support for enforcing
student behaviors, providing constructive feedback, fair evaluations, and allowing teacher
autonomy increases the probability of teachers remaining at a specific school (Ansley et
al., 2019). Strong and effective leadership can be seen through established mentorship
programs for new teachers, helping teachers resolve behavior management issues, and
creating and promoting strategies to achieve a positive school environment (Bennett et
al., 2013). Choices of professional development for teachers and staff can also indicate
the insight and effectiveness of school leaders. The selection and scheduling of
appropriate and effective professional development opportunities for teachers is an
important responsibility of school administration, and flexibility, integration, and
advanced technologies are important learning leadership factors needed to promote
teacher professional development (Cockpim & Somprach, 2019).
The involvement of teachers in policy debates and decisions related to education
is of vital importance (Dunn et al., 2017). Music teachers expressed feelings of frustration
due to power issues and the perception of needing to become politically savvy in order to
win over administration to successfully advocate for the inclusion of music in the school
curriculum (Peters, 2016). A growing practice exists for teachers who resign to publicly
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publish their resignation letters in order to feel professional and personally validated,
suggesting that they did not feel that way in their teaching positions (Dunn et al., 2017).
Music teachers encounter a multitude of dilemmas when they are evaluated by
administrators due to the performance-based nature of their instruction (Shaw, 2019).
Contract status and relationships with administration and the individuals who influence
the administration determine the power of the music teacher (Peters, 2016), therefore it is
in the best interest of music teachers to establish positive relationships with school
administration and be in a better position to provide agency for their music programs.
Regardless of teaching experience, school setting, or content area, administrative support
is valued by teachers and can influence teachers’ decision of whether or not to stay in the
profession.
Teacher Preparation and Experience
Limited literature exists differentiating the experiences of music teachers versus
non-music teachers regarding teacher preparation and experience, but from the very
beginning of their careers some of the challenges teachers face are substantial teaching
loads, school mandated pedagogical and curriculum changes, diversity in the classroom,
increasing technological demands, and professional development expectations (Harfitt,
2015). Quality education is important for training better teachers and greatly influences
their professional success (Çevik Kiliç, 2017), but not even teacher training programs
following the most rigorous and differentiated instruction can fully prepare teachers for
the job. Promising preservice teachers who demonstrate mastery of the skills and abilities
addressed in undergraduate training such as musicianship, pedagogy, technique, and
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philosophy may still choose to leave music education regardless of undergraduate success
(Hancock, 2003).
Educational training for many teachers begins before pre-service teachers enter
teacher education programs in college. Just as non-music teachers rely on the culmination
of their educational experiences to ready them for the teaching profession, preparation for
the music education profession begins as early as high school as music teachers guide
students to broaden their musical experiences in and out of school as they develop the
skills needed for success as a music major (Thornton, 2015). These previous musical
experiences along with pedagogical knowledge, skill development during training, and
guidance and modeling all significantly influence teachers’ preparedness to teach (Webb,
2016).
Considerate preparation has been connected to effective teaching (Parker et al.,
2017), and pre-service music teachers perceive music-teaching programs as a supporting
guide to prepare and show them the way towards effective teaching (Çevik Kiliç, 2017).
A necessary component of preparation is obtaining experience in front of students in the
classroom; therefore, fieldwork is included as part of all music education coursework that
provides practical experience and valuable network building (Edgar, 2018). Despite these
preparations, the decrease in support from what teachers are used to at the collegiate level
can negatively impact their teaching experience (Gallant & Riley, 2014). Music teachers
can also find themselves in a position where they are teaching outside their area of
specialization, so providing undergraduate students with authentic and multi-context
learning experiences in a range of music education environments may increase their
opportunities for success in the music education profession (Kuebel, 2017). For example,
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Kuebel (2019) found secondary instrumental teachers transitioning to elementary music
identified peer teaching, observations, and authentic-context learning experiences to be
the most important parts of their undergraduate programs to support their transition to
elementary music.
Most public-school teachers in the United States leave the profession before
retirement, however the focus of teacher attrition is usually placed on novice teachers
(Glazer, 2018). The abrupt transition from the role of student to teacher can be a shock to
new teachers. Novice teachers lack personal accomplishment in the beginning of their
careers as they work towards all the professional requirements placed on them
(Rumschlag, 2017). The discovery of the many additional tasks above and beyond basic
instruction expected of the regular classroom teachers can overwhelm new music
teachers as they struggle to balance their teaching responsibilities with supplemental
duties.
Mentoring
The profession of teaching is unique in that a first-year teacher has the same
performance expectations of a teacher approaching retirement, and Bennett et al. (2013)
found novice and experienced teachers alike indicated administrative support,
interactions with students, and a love of teaching to be significant influences for
remaining in the teaching field. However, Ryan et al. (2017) found greater teacher
experience to be significantly related to a lower likelihood of teacher migration between
schools. As teachers gain experience, they become more effective as educational
instructors with the greatest performance gains occurring between the first and second
year (Henry et al., 2011). For music educators, genuine teaching experience is considered
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one of the most important components of education programs (Parker et al., 2017).
Research shows beginning teachers’ experiences of their school contexts combined with
their personal stories in the first year of practice shaped their professional identity. This
culminated with teachers leaving and then rejoining the teaching fold (Harfitt, 2015).
Henry et al. (2011) found that after three years there is a lack of increase in teacher
effectiveness and that teachers who leave after three or four years are on average less
effective. Possible explanations for lack of effectiveness in a teacher’s fourth year are in
response to being removed by tenure policies and the Ashenfelter dip, where employers
decrease their work-related effort when they know they are leaving their jobs (Henry et
al., 2011).
Mentoring is one strategy that is becoming more prevalent in the attempt to
reduce high levels of teacher attrition by providing support for novice teachers.
Mentoring can improve retention of new teachers who will subsequently be able to
contribute to the transformation necessary for effectively increasing student achievement
(Callahan, 2016). Mentors participating in new teacher mentoring programs can identify
and encourage struggling new teachers to remain in the teaching profession (Sparks et al.,
2017). Huling et al. (2012) supports the practice of implementing high quality mentor
support to novice teachers in their first year. In 2002, Texas implemented the Novice
Teacher Induction Program (NTIP), which was designed to increase teacher retention and
utilize the experience and expertise of newly retired master teachers. Initial results from
the program showed a higher retention rate for teachers who were active in the program
than for non-participants. Follow up-data maintained these findings and showed a
positive influence on the long-term retention of participants as to other novice teachers
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who were not involved in the program. The practice of using recently retired teachers as
mentors reduced the burden of currently active teachers and provided a resource of
experience and knowledge for new teachers to draw from. Despite abundant recognition
of the benefit of mentoring relationships for new teachers (Kutsyuruba & Treguna, 2014),
not all schools maintain mentoring programs for new teachers even though strong support
early on could make the difference between a teacher leaving the profession early or
staying on through retirement. The transformational effect of mentoring is a necessary
part in changing the system of education in the United States and should be considered by
education leaders as a useful tool to assist novice teachers (Callahan, 2016).
Teacher Preparation Programs
Music teacher preparation programs should also prepare young teachers to teach
in a variety of settings. Urban school settings are frequently underfunded, understaffed,
and overpopulated, so for music teachers to remain effective in urban classrooms, music
teacher preparation programs should offer experiences to better prepare students for
teaching in urban settings (Anderson & Denson, 2015). In contrast, rural school settings
may lead to music teachers developing feelings of isolation (Robison & Russell, 2021).
Mee and Haverback (2014) examine early indicators that predict whether middle school
teachers might leave the profession within the first five years and reasons given for
contemplation of leaving the teaching field included classroom management issues,
curriculum implementation problems, and organization issues (Mee & Haverback, 2014).
Despite these concerns, the teachers felt their commitment to the middle grades, and the
middle grades teacher program would help them overcome these problems. Actions taken
to address matters of race in music education could have vast implications for student
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outcomes, recruitment, retention, and even the perceived relevance of the profession
(Rampal, 2015). Skills crucial to teaching in an urban setting but not necessarily taught in
teacher preparation programs include the ability to relate to the urban student, galvanize
parental support, and articulate to administration the importance of proper scheduling
(Anderson & Denson, 2015). These skills should also be included in certification
programs like Teach For America due to their major role in providing teachers for
underserved urban and rural school districts (Brewer, 2014).
Music education programs typically afford relatively few opportunities to
cultivate educators’ abilities to recognize, acknowledge, and incorporate the multiple
realities lived by students within the music classroom (Rampal, 2015). Studies indicate
that effective social skills directly affect success in the classroom and in the social
context of educational environments; ineffectual social skills can contribute to feelings of
isolation, burnout, attrition, and migration (Johnson, 2014). Less effective teachers are
more likely to leave the profession, so one potential strategy for reducing teacher attrition
is to focus efforts on improving novice teachers’ effectiveness in their first and second
years (Henry et al., 2011). While there is no questioning the importance of undergraduate
training, promising preservice teachers who demonstrate mastery of the skills and
abilities from undergraduate training such as musicianship, pedagogy, technique, and
philosophy may still choose to leave music education regardless of undergraduate success
(Hancock, 2003).
Working Conditions
Teacher turnover has seen an increase in the last three decades with notable
percentage coming from low-income schools comprised of minority students (Simon &
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Johnson, 2015). This issue is problematic to schools for financial, instructional, and
logistical reasons. Rural settings also experience high music teacher turnover, potentially
due to feelings of isolation. Out of a survey of 115 rural Wyoming music teachers,
39.47% of participants reported feeling somewhat isolated, 22.81% felt isolated, and
18.42% felt very isolated (Robison & Russell, 2021). Another study examining the
professional integration of beginning teachers and the factors predicting an exit from the
profession during the first years of their careers found a close relationship between job
conditions over the first year in the profession and exit rates (Dupriez et al., 2016).
Excessive testing is another concern for teachers since the passing of No Child Left
Behind placed the burden of responsibility for improving education on testing (Lehman,
2019). Teacher turnover in high-need settings often stems from high stress and job
dissatisfaction resulting from poor working conditions rather than problems associated
with the needs of students (Ansley et al., 2019).
Many academic studies indicate that schools comprised mainly of students
coming from vulnerable populations such as students from disadvantaged backgrounds,
belonging to ethnic minorities, or facing learning disabilities have higher rates of staff
turnover (Dupriez et al., 2016; Janzen & Phelan, 2015). Surveys also show that teachers
who leave high-poverty schools with large populations of minority students leave to serve
wealthier schools with whiter student populations; this trend has been interpreted by
some researchers to mean “teachers systematically favor high-achieving, non-minority,
non-low-income students” (Simon & Johnson, 2015). Funding for the arts is often limited
in urban settings, and garnering funds for necessary materials can prove a monumental
task (Anderson & Denson, 2015). Research shows that teachers who leave high-poverty
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schools are fleeing the working conditions; an examination of six overarching studies and
their findings conclude teachers leave schools to avoid poor working conditions that
make it hard to teach and hard for students to learn (Simon & Johnson, 2015). This study
is notable because it contradicts the notion that teachers leave low-income schools
because of the students. Inadequate staffing for disadvantaged schools is more a result of
inability to retain teachers rather than from a teacher shortage (García Torres, 2019). An
effort to make improvements to working conditions, regardless of school economic
status, could result in increased levels of teacher job satisfaction and improve upon the
teacher turnover which troubles disadvantaged schools.
Zhang and Zeller (2016) found from a study of polled teachers that the majority
agreed that factors like supportive leadership, time for collaboration, access to high
quality curriculum and resources, clean and safe buildings, and relevant professional
development are even more important than higher salaries when considered for retaining
teachers. Further, the study revealed that attrition rates are higher in the areas of special
education, math, and science, with no clear trend in attrition regarding gender, ethnicity,
school level, marital status, parents’ occupation, or whether they had children. Teachers
who obtained alternative certification did have a lower long-term retention (Zhang &
Zeller, 2016).
Within recent years, there have been numerous strikes led by teachers protesting
salaries, but Ansley et al. (2019) found that to be less important than other factors, such
as supportive leadership, relevant professional development, and basic needs like clean
and safe buildings. Discovering ways to adequately meet these needs could go a long way
in prolonging the career span of a teacher.
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Research indicates that the school’s socio-economic level is not linked to the risk
of leaving the profession and teachers without certification are the most vulnerable to the
risk of an early exit (Dupriez et al., 2016). Upon examining the accounts of certified,
experienced teachers who left teaching after making significant investments in their
career, Glazer (2018) found that invested teachers leave the profession not to seek a new
career, but because after achieving success they began to find educational policies and
practices objectionable. Additional examples of reasons for teacher transfers include
school personnel actions, a desire for a better assignment, and dissatisfaction with
administrators and working conditions (Hancock, 2016).
Motivation is another factor determining whether teachers stay in the educational
field. The ability of teachers to reconcile family matters and career, rather good physical
health, and work conditions satisfying for teachers can be regarded as positive
preconditions for occupational motivation (Gabnytė & Strakšienė, 2014). Higher levels of
confidence in and contextual support for intrapreneuring are predictors for stronger
teacher motivation (Hanson, 2017), thus teachers suffering from a lack of motivation are
more likely to leave the field. García Torres (2019) found teachers experienced a greater
self-efficacy to collaborate with peers when granted greater control over their work
conditions through distributed leadership opportunities, resulting in greater levels of job
satisfaction. Lehman (2019) suggests an immediate improvement can be made to
education by improving teachers’ working conditions and treating them as professionals
rather than hourly workers.
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Music Teacher Health
Music teachers are susceptible to experience job related health issues that can
negatively impact job satisfaction, but very few studies have been performed regarding
the numerous stressors and health-related risks of music education (Woolery & Woolery,
2013). Job related injuries for music teachers can include but are not limited to back
injuries from the physical demands of the job, arm, wrist, or hand injuries from playing
an instrument for a prolonged period of time, shoulder and back pain from conducting,
vocal fatigue and strain, and hearing loss (Taylor, 2016). As musicians first, music
teachers experience a high incidence of injuries (Bosi, 2017), and many of these injuries
occur before entering the teaching profession. Plevnik et al. (2015) found from a study
involving 58 participants that 89% of the respondents reported experiencing pain or
discomfort during or after playing an instrument and 73.3% were teachers.
Considerations that factor into health risks associated with the band directing profession
include schedule, workload, administrative responsibilities, and high-profile
performances (Woolery & Woolery, 2013).
Vocal Damage
Some might consider the voice one of the most important tools for music teachers.
Teachers rely heavily on their voices for the delivery of education material, managing the
classroom, and directing student behavior, but music teachers are prime candidates for
vocal damage due to the strain of speaking at loud volumes daily due to typically larger
class sizes. This issue affects both new and seasoned teachers and can be detrimental to
lesson delivery. Studies indicate that teachers with vocal disorders had a negative
influence on students’ learning outcome (Richter et al., 2016). Severe vocal damage can
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result in teachers withdrawing from the profession early. Due to the demands of the
profession, music teachers are four times more likely to visit vocal clinics than regular
classroom teachers (Schmidt & Morrow, 2016). This could potentially explain in part
why attrition for music teachers is slightly higher than regular classroom teachers.
Research has documented how teachers with voice problems can negatively
impact student learning (Schmidt & Morrow, 2016). To counter this issue, vocal training
programs have been developed and implemented to reduce teacher vocal strain (Richter
et al., 2016). In 2012, the National Association of Schools of Music mandated member
institutions to be responsible for providing information on injury-prevention and on
maintaining vocal, hearing, and musculoskeletal health for students (Crappell & ListerSink, 2015). Richter et al. (2016) evaluated the results of a vocal training program to see
the effect on the vocal quality for participating teachers, and despite an unaffected
increase in vocal strain, the results found that the trained group was statistically
significantly better able to sustain their voice quality than the control group. Vocal
misuse can result in problems for students that sing or play a wind instrument as well
(Trollinger & Sataloff, 2018). The topic of vocal health remains in the margins of policy
discussion, but voice care should be established as a legitimate policy issue that confronts
music teachers daily and should be viewed by educators and decision makers as a
significant element of the music education profession (Schmidt & Morrow, 2016).
Hearing Loss
Sustained exposure to music of any type that exceeds daily exposure levels over
time can eventually result in noise-induced hearing loss, and as many as 50% of
musicians may have problems with hearing loss to some degree (Dick, 2015; Taylor,
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2016, pp.179-180), and damage to the hearing apparatus is dependent on intensity and
duration (Dawson, 2015). Occupations with high noise exposure have a government
standard foundation of no more than 85 decibels for an 8-hour period with exposure time
being halved for every increase of 3 decibels; live and recorded music has a dynamic
range that can peak at or above 95 decibels and hearing damage for both teachers and
students is possible when exposed to 94 decibels daily for 60 minutes or less (Dick,
2015). Music teachers are exposed to higher levels of sound for sustained periods of time
during music rehearsals than non-music teachers are during their instructional time.
Hayes (2013) conducted a study exploring how the acoustical environment, class
schedule, teaching style, musicians, and literature selection influenced the overall noise
dose of the music directors. When comparing the noise doses of the participating
directors to the National Institute for Occupational Safety and Health guidelines for noise
exposure in industry, all were found to surpass these guidelines (Hayes, 2013).
Playing Related Injuries
A significant percentage of playing-related injuries develop during the early
stages of music development in high school and undergraduate studies (Bosi, 2017).
Comparisons can be made between musicians and athletes and how dedication to a sport
or activity can result in injuries (Dick, 2015). The greatest percentage of playing-related
problems experienced by musicians affect the musculoskeletal and neurological systems
(Dawson, 2015). Employers of musicians can draw upon the culture and practices of
sportspeople and teams to assist musicians in better preventing and managing
musculoskeletal disorders (Stanhope, 2016). Playing a music instrument is a physical
activity that puts strain on the small muscle groups of fingers and arms and large music
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groups responsible for optimal body posture (Plevnik et al., 2015). The muscles used to
play an instrument get stronger, tighter, shorter, and form scar tissues while the opposing
muscles grow weak and underdeveloped; this forms a major imbalance in the body and
puts stress on the joints, including the spine, elbows, wrists, and fingers (Capasso, 2014).
Studies of musicians who participate in drum corps document stress fracture injuries,
musician hearing loss, orchestra players with musculoskeletal disorder, and adolescent
music-related playing pain (Dick, 2015). Other studies found that out of an estimated
13,000 professional musicians, more than 60% suffered from a musculoskeletal injury
severe enough to prohibit performance (Bosi, 2017).
While many musicians can recover from playing-related injuries, the recovery can
be lengthy and directly impact daily routine and psychological state (Bosi, 2017). Injury
prevention requires music educators to develop awareness and control over risk factors
that cause pain and influence the emergence of injuries and teach the basics of
preventative action to students (Plevnik et al., 2015). Preventative measures are easier to
implement than corrective ones, so assimilating a program that promotes healthy vocal
habits into the daily routines of teachers could have a positive impact on the problem of
music teacher attrition. Some injuries, such as noise-induced hearing loss, are untreatable
so prevention is the only recourse (Dawson, 2015). Richter et al. (2016) recommend that
training programs be integrated into the education and occupational routine of teachers to
improve and preserve their vocal health. Music teachers have the responsibility to
educate themselves and their students about the various types of playing-related health
problems to recognize them when they occur (Dawson, 2015). Becoming familiar with
potential health issues connected to music performance will allow music teachers and
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students to better identify them in a timely manner to prevent permanent damage.
Addressing these problems early is crucial as one study found 79% of music students
reported a history of playing-related pain before even entering university music training
(Dick, 2015). Being proactive about building good habits early on is far better than
attempting to unlearn faulty habits later (Crappell & Lister-Sink, 2015). Finding ways to
address the occurrence and prevention of these playing-related health concerns could
improve overall job satisfaction for music teachers and aide in the reduction of music
teacher attrition.
Stress and Burnout
Working as a music teacher can be incredibly stressful (Varona, 2018). Band
directors in public schools face a variety of work-related hazards, and a balance must be
found between professional and personal responsibilities (Woolery & Woolery, 2013). A
study examining information regarding 40 reported band director deaths from 2001-2011
found there were more deaths reported in high school band directors than middle school
or university directors, no band director deaths were reported within the first five years,
and the age group with the largest number of deaths was the 56-65 age group with a total
of 16 (Woolery & Woolery, 2013). The most common cause of death was by heart attack,
possibly due to the large amount of stress associated with the profession suggesting that
stress resulting from dissatisfaction can increase a person’s susceptibility to heart attacks
(Ansah-Hughes, 2016).
Janzen and Phelan (2015) posit that there is an emotional toll associated with
teaching. This emotional toll, high levels of stress, can contribute to emotional burnout in
teachers, which can then affect teacher job satisfaction. Madigan and Kim (2021) found
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the three burnout symptoms of exhaustion, depersonalization, and reduced
accomplishment along with job dissatisfaction were all implicated to some degree in
teachers’ intentions to quit. Similarly, Skaalvik and Skaalvik (2017) found the strongest
predictors of teachers’ motivation to leave the teaching profession were burnout and job
satisfaction. Although teacher burnout is an individualistic experience, exhaustion is
commonly fostered through factors such as working conditions and increased pressure
and accountability (Brewer, 2014). Understanding how education policy influences
teacher stress and attrition is an important step to addressing the gap of the perceived
difference of education training programs and the reality of the profession once students
move on from their collegiate programs (Ryan et al., 2017). Including an emphasis on
professional identity in teacher preparation programs is one suggestion to strengthen
teachers emotionally, improve job satisfaction, and reduce attrition rates. Participation in
professional learning communities for collaboration can lower the occurrence of burnout
in music teachers working in isolation (Janzen & Phelan, 2015). In addition to lowering
rates of turnover and absenteeism, improving employee satisfaction also has a beneficial
impact on employee health and lifespan (Ansah-Hughes, 2016).
The stress related to the teaching profession causes educators to seek out ways of
coping and managing stress (Hartwick & Kang, 2013). Stress, whether physical,
chemical, or emotional, can cause dysfunction within the nervous system (Capasso,
2014). Although copious amount of research exists in relation to teacher stress and
attrition, there has been little focus on spiritual stress coping strategies (Hartwick &
Kang, 2013). Even though religion is not formerly taught in public schools, many
teachers practice the religion of their choice in their personal lives. Hartwick and Kang
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(2013) found that many teachers report managing professional stress through spiritual
practices. By reducing professional stress with spiritual disciplines such as prayer,
mediation, and sacred reading, teachers may better reach and teach students (Hartwick &
Kang, 2013).
Teacher burnout causes a high percentage of teacher attrition (Rumschlag, 2017).
Burnout occurs as music teachers experience high levels of occupational stress and can
happen in educational settings with ample or insufficient resources or in a setting with
strong or nonexistent administrative support (Varona, 2018). Teacher burnout is related
to loss of control and self-esteem (Bernhard, 2016). Burnout can lead to teacher
absenteeism and counterproductive instruction, which negatively affects student learning.
Rumschlag (2017) collected data from 162 Ohio teachers and analyzed teachers’ sense of
personal accomplishment, emotional exhaustion, and depersonalization in relation to
burnout. Results showed a significant difference in how genders experienced burnout,
and points toward future research to develop gender specific intervention techniques to
minimize the effects of teacher burnout.
Music teachers are required to specialize in different areas (e.g., instrumental,
vocal, general, elementary, etc.) and are frequently expected to simultaneously teach
multiple music specialties to a range of grade levels (Kuebel, 2017). Music teachers
required to teach in multiple music specializations experience more severe levels of
burnout than those who taught a single music specialization exclusively (Bernhard,
2016). The severe levels of burnout experienced by music teachers teaching multiple
specializations lead to decreased levels of job satisfaction.
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Younger teachers tend to suffer from higher levels of emotional exhaustion than
older teachers, and high school teachers experience higher levels of burnout than
elementary and middle school teachers (Bernhard, 2016). Hong (2010) used six different
factors to analyze teachers’ professional identity: value, efficacy, commitment, emotions,
knowledge, and beliefs, and micropolitics and found that teachers view themselves
differently depending on what stage of teaching they are currently in. The most common
issue among teachers involved in the study was emotional burnout. Pre-service teachers
showed concrete and practical concerns for entering the profession, which suggests an
understanding and realistic expectation of what occurs in the teaching field. Hong (2010)
suggests the culturing of a professional identity in pre-service teachers in their teacher
preparation program to reduce the chance of emotional burnout.
Salary
Teachers are paid relatively less than college-educated workers are in other
occupations (Rickman et al., 2017), and Hancock (2008) found music teachers who earn
smaller salaries or are dissatisfied with their salaries are more likely to be a high attrition
/migration risk. Because of these salary issues, some schools have adopted salary
incentives based on how well teachers’ students perform on assessments. Pay for
performance (PFP) is a controversial policy that is becoming more present in US public
schools. With this program, teachers are compensated based upon student performance.
Jones and Hartney (2017) examine the influence of PFP on sorting patterns of K-12
public teachers across the United States. Results from the study show that, on average,
school districts using PFP were able to secure new teacher hires with average SAT scores
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that were about 30 points higher than the new teacher cohorts hired by districts that did
not adopt PFP.
This is just one study on the topic of pay for performance in public schools.
Teacher salary is a controversial topic that remains prominent in the media due to the
numerous teacher strikes in recent history, but there is a lack of scholarly literature about
this topic. It is logical for teachers to pursue jobs where there is a potential of a higher
salary, so schools that offer pay for performance can be more competitive with their
hiring policies (Rickman et al., 2017).
The effects of low educational funding on teacher salaries may have adverse
effects in the areas of teacher quality, increasing class sizes, and teacher shortages
(Rickman et al., 2017). By using the 3-year microdata sample of the American
Community Survey for 2009-2011, researchers found that relative teacher salaries in the
state positively affected the share of education majors that were employed as publicschool teachers at the time of the survey (Rickman et al., 2017). Pay increases have the
largest effect on hire rates among teachers with 2-3 years of experience and the effect
diminishes with experience; higher teacher salaries provide the dual benefit of retaining
and attracting a more effective distribution of teachers (Hendricks, 2015).
Music Teacher Attrition
The high level of music teacher attrition is a problem of practice that warrants
attention with approximately 16% of music teachers leaving schools every year
(Hancock, 2009). Although the overall teaching force grew by 46% from 1987 to 2012,
music teaching assignments had below average growth in comparison to teaching
assignments for English as a second language, English language arts, mathematics,
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foreign language, natural science, and special education that all grew at above-average
rates (Ingersoll & Merrill, 2017). Hancock (2008) found that female music teachers were
more likely than male music teachers to be a high attrition/migration risk and minor
music teachers were more likely than White, non-Hispanic music teachers to be a high
attrition/migration risk. Hancock (2009) analyzed and compared music teacher and nonmusic teacher data from four of the National Center for Education Statistic’s Teacher
Follow-up Surveys and found the rates of music teacher attrition, migration, and retention
to be very similar to the rates of non-music teachers.
Many teachers leave the career after only a few years, and this high rate of teacher
turnover negatively impacts students and schools. Music organizations may suffer as a
result as students may not be afforded the best musical experiences possible without
qualified teachers (Russell, 2012). Evidence that supports the issue of music teacher
attrition can be found in the high rates of teachers leaving the field, low performance
assessment scores, and a reduction of students participating in music programs (Wushishi
et al., 2014).
Music teachers leave the profession for a myriad of reasons, but Hancock (2016)
found the most important reasons music teacher's credit for moving were personnel
actions, desire for a better assignment, and dissatisfaction with administrators and school
conditions. The job expectations are frequently very extensive and require a lot of
personal and professional commitment. The time spent at work can potentially cause
family strain, and the compensation is not reflective of the time required to maintain a
successful music program. Interestingly, music teachers who spend more time on
instructional and noninstructional activities outside the regular school day have been
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found to be less likely at high risk for attrition/ migration, despite spending
extracurricular time on work being empirically associated with attrition among teachers
in general (Hancock, 2008). This is potentially because extracurricular time on work
(e.g., rehearsals, festivals, performances, summer planning) is the norm in most music
programs and perhaps even an indicator of commitment to the profession. However,
additional hours are a large contributor to music teacher burnout and excessive stress
(Hancock, 2008), so situation is also clearly a factor.
Lack of mentor programs and limited opportunities for collaboration with
colleagues are also issues that many teachers must overcome. Music teachers may also
experience imposter syndrome, where typically successful individuals experience an
irrational fear that they do not know enough to be successful in a music education career
(Sims & Cassidy, 2019). Collaboration among music teachers is not commonplace in
many American public schools (Battersby, 2019). Many schools only have one music
teacher if any, so a feeling of isolation is not uncommon (Matthews & Koner, 2017).
Research in these areas would help identify viable solutions that schools could utilize to
improve music teacher job satisfaction and reduce the music teacher dropout rate.
Leadership has a huge impact on the issue of music teacher attrition through the
establishment of school culture (Sanderson et al., 2019). Disorganized leadership can lead
to extra teacher stress and anxiety. Teachers new to the field especially need a strong
support system to provide encouragement and guidance through the early years. New
teachers working under effective leaders are more likely to have a better experience and
therefore more likely to continue in the field of education. While there are multiple

45

factors that lead to teacher attrition (e.g., salary, stress, workload, etc.), good leadership
can negate some of those obstacles.
Çevik Kiliç (2018) conducted a study intended to examine the relationship
between burnout levels of music teachers and their personalities; the researcher analyzed
the data through qualitative and quantitative methods and produce results that support the
argument personality type is an important factor of music teacher burnout. More factors
contribute to burnout than simply a stressful work environment or being overladen with
responsibilities. Burnout occurs when a large gap exists between a person’s expectations
and reality. This can be attributed to demographic features, expectations, and personality
traits depending on the situation (Çevik Kiliç, 2018). Based on the findings, music
teachers who have the characteristics of neuroticism had higher levels of burnout.
Individuals working in the same conditions may or may not experience burnout
symptoms depending on their personality type. Conducting personality tests for music
teacher applicants, informing teachers about burnout syndrome, and establishing
programs to help teachers who are more vulnerable to burnout could all help reduce the
overall levels of music teacher attrition by reducing the number of teachers who fall
victim to burnout (Çevik Kiliç, 2018).
High school directors appear to influence the career choices of students who
pursue a career in music education (Thornton, 2015). Music education literature reflects
the importance of recruiting quality students into the field. The relatively low percentage
of total students interested in music education has led higher educational institutions to
devote more resources into specialized recruiting strategies both institutionally and
departmentally (Edgar, 2018). Future music educators show a large influence from high
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school band directors in their decision to choose a career in music education. Current
music educators identified the most common attribute of a potential future music
educator involved excellent musicianship. Through his research, Thornton (2015) found
that loving music, excelling in music, and having a variety of musical experiences
appeared to be factors encouraged by teachers and were viewed as valuable for future
music educators. A notable finding from the study was that opportunities to teach were
not highly rated by participants as being important for teacher recruitment. This finding
indicates the appeal of a career in music education for young students is not based upon
the teaching profession, but rather an intrinsic love of music.
The issue of music teacher attrition might be affected by high school band
directors showing selective encouragement to students who appear more likely to have an
aptitude for the profession. The possible downside to this strategy is that if the rate of
attrition does not decline, there will eventually be a shortage of music teachers in the
field. The ability to successfully interact with various groups in the context of the school
environment and associated community can considerably affect the success of the music
program and potential career satisfaction (Johnson, 2014).
Classroom culture can affect music teacher job satisfaction and influence music
teachers’ decision to stay at a school. Thorough knowledge about the job expectations,
requirements, and how to influence classroom culture are important for remaining active
in the music education profession. A positive culture has student engagement and
accountability as the two most prominent indicators while the two most prominent
examples of a negative culture are student apathy and a lack of student accountability
(Kristofferson, 2019). Regardless of positive school and classroom culture, sometimes
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music teachers transfer schools to experience numerous improvements to their
professional careers, including making a difference in others, working at a school with
better operating conditions, and feeling a sense of personal accomplishment, intellectual
challenge, and support (Hancock, 2016).
Battersby and Verdi (2015) recommend for music teachers and art supervisors to
consider incorporating online Professional Learning Communities (PLCs) into their own
programs not only to address professional development but also to address teacher
isolation and attrition and student achievement. When surveyed, a group of school
improvement grant recipients unanimously chose to incorporate some type of
professional learning community and selected models that emphasized increasing and
sustaining teacher collaboration in all disciplines (Battersby & Verdi, 2015). This
evidence suggests music teachers desire opportunities to collaborate and share
information and ideas. A national movement to promote supportive educational
communities that allow teachers to teach, grow, and succeed would allow educators to
more effectively lead students to reach their full academic potential and remain in the
profession through retirement (Rumschlag, 2017).
Conclusion
Teaching music is widely regarded as a special calling, and many enter the
profession to make a difference in the lives of students. Teachers with various levels of
experience have been shown to remain in the teaching profession because of studentteacher relationships and a love for the profession. (Bennett et al., 2013). Enthusiasm can
wane over time as the mechanics of the job take over the teaching aspect, so taking care
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to maintain the psychological and emotional sense of teachers is a start towards
improving job satisfaction and keeping teachers in the profession longer.
A leading cause of the current teacher shortage is teacher attrition (Zhang &
Zeller, 2016). When teachers leave the field early, they are replaced by novice teachers
who are frequently in the first few years of their career. At-risk schools from more
socioeconomically disadvantaged communities suffer from this phenomenon on a regular
basis as experienced teachers move on and are replaced by teachers who have just
completed certification. This cycle creates a deficit in student learning that is not easily
rectified. While there are strategies being implemented to lessen the occurrence of
teacher attrition, a permanent solution has yet to be discovered. Although all students are
negatively affected by teacher turnover, the disparity between retention in higher
socioeconomic and more disadvantaged communities where teachers leave for more wellresourced school systems serves to solidify the educational divide of privilege and
resources for students between affluent and impoverished areas (García Torres, 2019).
Teacher job satisfaction is significantly linked to transformational leadership
(Eliophotou-Menon & Ioannou, 2016). The ability to attract and hire a transformational
leader can be vital to schools’ success or failure. Successful schools cultivate higher
levels of job satisfaction for teachers than failing schools, so hiring transformational
leaders into school administration positions is beneficial for both the students and
teachers (Fowler et al., 2016).
Identifying a solution to improve music teacher job satisfaction and reduce
attrition could be a major step towards bettering the quality of education provided to
students. The findings of a study by Wushishi et al. (2014) discovered the major effects
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of teacher attrition are cost implication, increased teacher workload, poor student
performance, and an added burden for administrations; recommendations are for the state
government to improve the condition of service of teachers with the aim of reducing the
rate of attrition to improve the educational standard of the state.
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CHAPTER III
METHODOLOGY

Introduction
The purpose of this research study was to determine the relationship between
music teachers’ perceived job satisfaction, amount of music related professional
development, and perceived administrative support as well as to investigate teachers’
overall perceptions of job satisfaction, professional development, and administrative
support. This chapter describes the mixed methods research design used to answer the
eight research questions and provided information regarding the selection and recruitment
of participants, data collection procedures, and mixed methods used to analyze the data.
Information pertaining to the nature and psychometric properties of the quantitative
instruments used in data collection is also presented, and qualitative interview protocols
are described. The research questions that served to guide the study are as follows:
Research Questions
Quantitative
1. What is the perceived level of job satisfaction among music teachers?
2. What is the amount of music related professional development among music
teachers?
3. What is the perceived level of administrative support among music teachers?
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4. What is the relationship between music teachers’ perceptions of job
satisfaction and the number of hours of music related professional
development?
5. What is the relationship between music teachers’ perceptions of job
satisfaction and perceived level of administrative support?
Qualitative
6. What are music teachers’ perceptions of administrative support?
7. What are music teachers’ perceptions of professional development?
8. What are music teachers’ perceptions of job satisfaction?
Research Design
This study followed an explanatory sequential mixed methods design (DeCuirGunby & Schutz, 2017). Both qualitative and quantitative data was utilized to inform
conclusions in this mixed methods study, which consisted of a two-phase implementation
where quantitative data was collected initially and then used to inform the collection of
qualitative data (DeCuir-Gunby & Schutz, 2017). First, quantitative data was gathered
through an electronically distributed survey containing questions designed to gather data
regarding music teacher job satisfaction, amount of music related professional
development, and perceived administrative support. The quantitative portion of this study
followed a correlational design, which revealed the strength and direction of the
relationship between the variables of job satisfaction, professional development, and
administrative support (Urdan, 2017). An analysis of the quantitative data was then used
to inform the questions asked in the qualitative focus group sessions. The qualitative
portion of the research followed a grounded theory approach, where the views of
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participants in the study were used to form general explanations of the relationships
between music teacher job satisfaction, professional development, and administrative
support (Creswell & Poth, 2018). Upon collecting data from the qualitative focus group
interviews, the researcher explored participant responses to determine common themes
regarding (a) the relationships between music teacher job satisfaction and administrative
support and (b) the relationships between music teacher job satisfaction and professional
development. The qualitative data was then used to provide more detail and perspective
for the data gathered from the quantitative survey.
Recruitment
Institutional Review Board (IRB) approval was obtained from the University of
South Alabama (Appendix A) prior to the recruitment of elementary and secondary music
teachers. Representatives from two public school districts were contacted to facilitate the
process of obtaining research approval from those school districts. After research
approval was obtained from each school district (Appendix B) a school district
representative contacted music teachers via email to alert them about the opportunity to
participate in the research. Administrators from three private schools were also emailed
to solicit the participation of their music teachers. These administrators provided the
researcher with direct contact information for recruitment of their music teachers. The
only inclusion criteria for participation in this study was that participants must be current
teachers of music for students in kindergarten through the twelfth grade.
Music teachers identified through school-based recruitment were recruited via
email to participate in the research. A brief introduction of the research and a link to the
electronic survey were included in the recruitment email (Appendix C). The electronic
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survey included an electronic Informed Consent Form which identified the investigators
and outlined an introduction to the study, the study procedures, benefits of participation,
risks of participation, confidentiality and document storage, the right to refuse, and
contact information for any questions or study-related concerns or complaints (Appendix
D). Music teachers provided their informed consent by clicking the button that
represented the statement, “I acknowledge my informed consent to participate in this
research study.” Upon providing informed consent music teachers were asked to respond
to demographic items and the scales for job satisfaction, amount of professional
development, and administrative support which are detailed later in this chapter. At the
conclusion of the survey music teachers were provided an opportunity to indicate their
interest regarding participation in focus groups to provide more detailed information
following the survey submission. Music teachers wishing to participate were asked to
provide their contact information.
Sampling
Participants were selected by convenience sampling based upon geographic
proximity to the researcher and school districts willing to allow teachers to cooperate in
the research study. Approximately 100 K-12 music teachers in two neighboring publicschool districts in the southeast United States were contacted via email from a school
district representative with an invitation to participate in the study. The email included a
description of the study and a link to the online survey. Participants were required to
indicate informed consent before being permitted to continue to the survey questions. Of
the 53 initial participant survey responses received, five participants did not provide any
responses past the informed consent, and one participant did not answer any questions
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pertaining to job satisfaction, leaving a final total of 47 participant responses to be
considered for the study. Fourteen participants continued on to participate in the
quantitative portion of the study by taking part in a set of focus group interviews
designed to gather qualitative data. These selected participants were sorted into three
focus groups based upon the teaching designations of elementary or secondary music and
by instrumental or vocal music. The first focus group was comprised of four elementary
music teachers, the second focus group consisted of five secondary music teachers (three
secondary instrumental/vocal and two secondary instrumental), and the third focus group
contained five secondary instrumental music teachers. The main factions of K-12 music
educators are elementary or secondary and instrumental or vocal, so securing participants
from each area provided representation for the broad spectrum of content area found in
music education. Participants of the focus groups also provided a diverse range of
experience, gender, and ethnicity. Questions for the focus groups (Appendix E) were
designed by the researcher to obtain information regarding perceptions of music teacher
job satisfaction, perceptions of administrative support, and perceptions of professional
development. The varied backgrounds of participants provided for a wide array of music
teacher experiences and perspectives.
Participants
Quantitative Participant Demographics
A total of 47 music teachers completed the electronic survey. All participants
were current music teachers teaching within the kindergarten through twelfth grade range
(K-12). About 9% of the participants’ ages were between 21 and 25 years, 40% between
26 and 35 years, 10 % between 36 and 45 years, 8% between 46 and 55 years, 5%
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between 56 and 65 years, and 2% were 66 and over. Approximately 45% of the
participants were female and 55% were male. The only two races represented were White
(83%) and Black (15%), with one participant choosing not to respond to the item on
racial identity. See Table 1.

Table 1.
Participant Age, Gender, and Race Demographics
Category
Number of Participants
Age
21–25 years
4
26–35 years
19
36–45 years
10
46–55 years
8
56–65 years
5
66 years or more
1

Percentage of Participants
9
40
21
17
11
2

Gender
Female
Male

21
26

45
55

Race
White
Black
Prefer not to respond

39
7
1

83
15
2

About 13% of participants were beginning teachers with less than 4 years’
experience, 28% had 4 to 9 years’ experience, 23% had 10 to 14 years’ experience, 15%
had 15 to 19 years’ experience, 9% had 20 to 24 years’ experience, and 13% of
participants had over 25 years of teaching experience. Approximately 55% of the
participants indicated that a bachelor’s degree was their highest level of education while
40% had a master’s degree, 2% had an education specialist degree, and 2% had earned a
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doctoral degree. Approximately 94% of the participants taught in a public setting while
6% taught in private schools as evidenced in Table 2.

Table 2.
Participant Education, Experience, and Setting
Participant Information
Number of Participants
Education
Bachelor’s
26
Master’s
19
Education Specialist
1
Doctorate
1

Percentage of Participants
55
40
2
2

Experience
less than 4 years
4–9 years
10–14 years
15–19 years
20–24 years
25 or more years

6
13
11
7
4
6

13
28
23
15
9
13

Setting
Public
Private

44
3

94
6

Participants were asked to indicate their primary teaching concentration and were
given the options of Elementary Music, Secondary Vocal Music, Secondary Instrumental
Music, and Secondary General Music, and were asked to select all that applied. Since no
teachers selected only Secondary General Music, the researcher chose to omit the
responses for that option. The major concentrations for music teachers are elementary
music, secondary vocal music, and secondary instrumental music. Approximately 23% of
the participants were elementary music teachers, 13% were secondary vocal music
teachers, 51% were secondary music teachers, 2% taught both elementary and secondary
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vocal music, 4% taught elementary music and secondary instrumental music, and 6%
taught secondary vocal and secondary instrumental music. The teaching concentration of
participants is outlined in Table 3.

Table 3.
Teaching Concentration by Level and Specialization
Number of
Teaching Concentration
Participants
Elementary Music
11
Secondary Vocal Music
6
Secondary Instrumental Music
24
Elementary & Secondary Vocal Music
1
Elementary & Secondary Instrumental Music
2
Secondary Vocal & Instrumental Music
3

Percentage of
Participants
23
13
51
2
4
6

Qualitive Participant Demographics
A convenience sample of 14 music teachers participated in a series of three
different focus groups for the qualitative portion of this study. Interviewees were selected
based upon voluntary responses to participate in the qualitative portion of the study.
Qualitative participants represented a varied range of age, years of experience, gender,
and teaching designation. A diverse panel of participants from elementary music,
secondary vocal music, and secondary instrumental music were chosen to provide
varying opinions and experiences.
The first focus group consisted of 4 elementary music teachers. The second focus
group session consisted of 2 secondary instrumental music teachers, 1 secondary
vocal/instrumental/general music teacher, and 2 secondary vocal/instrumental music
teachers. The third focus group session consisted of 5 secondary instrumental music
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teachers. The focus groups all had both male and female participants, with a combined
total of 8 female participants and 6 male participants. Across the three groups, the
teaching experience ranged from less than 4 years to more than 25 years of experience.
Representation in the focus groups was included for elementary music, secondary
instrumental music, and secondary vocal music teachers. Pseudonyms were assigned to
protect the anonymity of the interview participants. Table 4 illustrates more detail about
the participants of the qualitative focus groups.

Table 4.
Focus Group Participants’ Age, Experience, Gender, and Teaching Designation
Years
Age
Teaching
Range
Experience
Gender Teaching Designation
Focus Group 1
John
Katherine
Sarah
Mallory

26-35
36-45
56-65
56-65

10-14
10-14
10-14
25 or more

Male
Female
Female
Female

Elementary Music
Elementary Music
Elementary Music
Elementary & Secondary Instrumental

Focus Group 2
Joseph
Kyle
Daniel
Gabrielle
Ansley

26-35
36-45
56-65
36-45
26-35

Less than 4
10-14
25 or more
10-14
4-9

Male
Male
Male
Female
Female

Secondary Instrumental
Secondary Instrumental
Secondary Vocal/Instrumental
Secondary Vocal/Instrumental
Secondary Vocal/Instrumental

Focus Group 3
Mason
Tanya
Megan
Melissa
Travis

26-35
26-35
26-35
36-45
26-35

10-14
10-14
10-14
10-14
4-9

Male
Female
Female
Female
Male

Secondary Instrumental
Secondary Instrumental
Secondary Instrumental
Secondary Instrumental
Secondary Instrumental

59

School District Demographics
Forty four of the 47 music teacher participants were recruited from two
neighboring counties in the southeastern United States (hereafter referred to as School
District A and School District B). Demographic information for both school districts was
obtained from the National Center for Education Statistics (NCES – https://nces.ed.gov/)
website and Public Schools Review website (https://www.publicschoolreview.com/),
both of which house demographic data for local school districts.
School District A encompasses a large county containing rural, suburban, and
urban areas. The school district contains a total of 90 schools (47 Pre-K, 72 elementary,
22 middle, and 18 high schools). Over 55,000 students are enrolled in School District A
and there are over 2,900 teachers employed full-time for an average student/teacher ratio
of 17.72. Out of the total student population in this school district, 4.7% are English
Language Learners (ELL), 31% families receive food assistance benefits, and 26.8% of
families live below the poverty level. The racial composition of students in this school
district is as follows: 40% White, 50% Black, 4% Hispanic, 2% Asian, 1% Native
American, and 3% two or more races. Twenty-nine music teachers from School District
A participated in the study.
School District B represents a widespread suburban/rural county situated next to a
moderately sized metropolitan area. This school district serves a total population of over
31,000 students and has a total of 43 schools (23 Pre-K, 26 elementary, 10 middle, and 10
high schools). School District B employs over 1,800 full-time teachers and has an
average student/teacher ratio of 15.94. The racial composition of students in this school
district is as follows: 72% White, 12% Black, 9% Hispanic, 1% Asian, less than 1%
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Native American, and 6% two or more races. Approximately 5.8% of students are ELL,
14.6% of families receive food assistance benefits, and 11.8% of families earn an income
below the poverty level. Fifteen music teachers from School District B participated in the
study. The school district demographics are outlined in Table 5.

Table 5.
Demographics of School Districts of Research Study Participants
Category

School District A School District B
55,272

31,299

90
18
22
72
47

43
10
10
26
23

Full-Time Teachers

2,961

1,895

Student/Teacher Ratio

17.72

15.94

Percentage of ELL Students

4.7

8

Percentage of Students Receiving SNAP Benefits

31

14.6

26.8

11.8

Student Ethnicity Percentage
White
Black
Hispanic
Asian
American Indian/Alaskan Native
2 or more races

40
50
2
2
1
3

72
12
9
1
<1
6

Music Teacher Study Participants

29

15

Number of Enrolled Students
Number of Schools
High Schools
Middle Schools
Elementary Schools
Pre-K

Percentage of Students Below Poverty Level
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Instrumentation
The two quantitative instruments used to gather the needed data for music teacher
job satisfaction and administrative support were the Job Satisfaction Survey (Appendix
F) and a survey titled Teacher’s Perceptions of Administrative Support (Appendix G) that
was developed from Weiss’s survey entitled Special Education Teacher’s Perceptions of
Administrative Support (2001). A series five questions was used to collect data pertaining
to annual amount of music related professional development (Appendix H). Additional
demographic items were used to obtain information such as: years of teaching
experience, primary teaching concentration, and personal information to describe the
participants. Following the completion of informed consent (Appendix D) participants
were asked to respond first to the demographic items, then to the job satisfaction survey,
professional development questions, and administrative support survey, in that order.
After completing the administrative support section participants were asked if they were
interested in participating in the focus group sessions to provide more detailed
information. If participants clicked “No” the survey ended–at which point their
participation in the research concluded. Participants that clicked “Yes” were taken to an
additional page where they were asked to provide their contact information. The survey
concluded after the contact information was submitted. Each of the two instruments used
in this study are described in the next sections in further detail.
Job Satisfaction Survey (JSS)
The JSS is a 36-item survey created to assess employee professional development,
and administrative support. The 36 items are divided into 9 subscales, and each subscale
is associated with 4 items. The 9 subscales of the JSS are Pay, Promotion, Supervision,
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Fringe Benefits, Contingent Rewards, Operating Procedures, Coworkers, Nature of
Work, and Communication. The 3 subscales of Pay, Promotion, and Fringe Benefits did
not apply to the variables being measured, so the corresponding items were removed for
the purpose of this study, leaving a total of 20 items. A 6-point scale was used to measure
each item with anchors of Strongly Agree to Strongly Disagree. For the purposes of this
study the item choices were assigned numbers and modified to the following anchors: 6 =
Agree Very Much, 5 = Agree Moderately, 4 = Agree Slightly, 3 = Disagree Slightly, 2 =
Disagree Moderately, and 1 = Disagree Very Much. Participants were given the
instruction “Please choose the one number for each of the following statements about Job
Satisfaction that comes closest to reflecting your opinion about it.” One item example is
“When I do a good job, I receive the recognition for it that I should receive.” Information
gathered from these items provided data regarding perceptions of music teacher job
satisfaction.
In the original validation study, internal consistency reliability was determined by
calculating a Cronbach’s alpha coefficient for each subscale and the total scale from a
sample of 2,870 participants (Spector, 1985). The subscale alpha reliabilities ranged from
.60 to .82 and the total scale reliability for all 36 items was .91 (coefficient alpha; see
Table 6).
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Table 6.
Job Satisfaction Scale Internal Consistency Reliabilities by Subscale
Subscale
Description

Alpha

Supervision
Contingent Rewards
Operating Procedures
Coworkers
Nature of Work
Communication

Immediate supervisor
Appreciation, recognition, and rewards for good work
Operating policies and procedures
People you work with
Job tasks themselves
Communication within the organization

0.82
0.76
0.62
0.60
0.78
0.71

Total

Total of all facets

0.91

The author of the scale granted permission to use the JSS under the condition that
the results will be shared via email upon conclusion of the study. The JSS scale has been
used multiple times with various populations. Yee et al. (2022) used the scale to measure
job satisfaction for 86 preschool teachers. Reliability was not provided for the subscales,
but the overall Cronbach’s reliability was α = 0.85. Putra et al. (2021) used the JSS scale
to measure job satisfaction among 121 nurses in a military hospital and found a
Cronbach’s reliability score of α = 0.91. Once again, the subscale reliabilities were not
listed. Li and Huang (2017) used this scale to measure job satisfaction for 701 voluntary
child welfare workers and found a Cronbach’s reliability score α = 0.90 with the subscale
reliabilities ranging from 0.69 to 0.84.
Teachers’ Perceptions of Administrative Support
The original survey created by Weiss was developed from research in the field
and used to establish relationships between teacher’s perceptions of administrative
support along with other personal and workplace variables (Weiss, 2001). The survey is
comprised of 20 questions that provide a unidimensional measure of administrative
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support. A five-scale response system includes the anchors of Agree, Tend to Agree, No
Opinion, Tend to Disagree, and Disagree. Participants were given the following
instructions: “Below are statements relating to administrative support needs of teachers.
Indicate your level of agreement for each statement by selecting the option that best
describes your response.” An example of one statement is “My Observing Administrator
provides me with the materials I need to do my job properly.”
The researcher was granted written permission from Dr. Weiss to use the survey
instrument Special Education Teachers’ Perceptions of Administrative Support
(Appendix I). Dr. Weiss also granted permission to modify the following language within
the instrument: “Special Education” was removed from the title; “My principal…” was
replaced with “My observing administrator…” Internal consistency reliability was
calculated for all 20 items and a Cronbach’s alpha coefficient of α = .96 was obtained.
Each of the 20 survey items was tested using an alpha-scale analysis to test for reliability.
An overall alpha score of α = .96 established reliability of the survey (Weiss, 2001). The
scale was used in two other studies (Crowder, 2013; Showers, 2008). Showers (2008)
used the instrument to survey 125 special education teachers. No reliability data was
provided. Crowder (2013) used the instrument to survey 91 teachers. Again, there was
also no reliability information provided. Current research in administrative support was
reviewed to establish content validity of the survey. Although the original survey was
created to measure special education teachers’ perceptions of administrative support, the
survey questions are not specific to special education teachers but are relevant to all
certified teachers in public education.
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Procedures
Quantitative data was first gathered from an electronic Qualtrics survey
distributed via email for music teacher participants to complete. The survey distribution
occurred in mid-April towards the end of the school year to receive a high level of
participation from music teachers. This window of time falls after state music
assessments and before spring performances generally scheduled at conclusion of spring
semester. Music teachers had two weeks to complete survey, and two follow up
reminders were sent within the open timeframe. The raw quantitative data from the
survey was extracted through the Qualtrics survey program and then SPSS was used to
run the treatment. The quantitative data obtained from the survey was then used to shape
and refine the qualitative interview questions in order to further investigate themes that
emerged from the data. Fourteen participants were purposively selected from the
quantitative pool of participants to take part in the qualitative focus group. Unique
individuals were sought out to contribute their distinctive stories and perspectives.
Qualitative data was then gathered from three focus group sessions conducted via an
online (WebEx) video conferencing setting. The interviews were recorded with audio and
video and lasted from approximately 45 minutes to 1 hour and 45 minutes. The
researcher transcribed the interviews and identified initial codes that were broken down
and then consolidated into emergent themes.
Data Analysis
Quantitative
To begin quantitative data analysis the JSS survey responses for items 2, 4, 6, 8,
10, 11, 12, 14, 16, 17, 18, and 20 were reverse coded to reflect that a higher score
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indicates greater satisfaction. The responses for the professional development items were
averaged to create an overall score for each participant. Next a standard analysis of the
data was run in SPSS to calculate the mean, standard deviation, and standard error for the
three research study variables of job satisfaction, administrative support, and professional
development. The quantitative survey data was then analyzed for correlations and used to
inform the collection of data in the qualitative interviews for similarities. A Pearson’s r
correlation coefficient was calculated to reflect the relationship between music teacher
job satisfaction and perceived administrative support. Another Pearson’s r correlation
was run to determine the relationship between perceived music teacher job satisfaction
and the amount of professional development.
Qualitative
The interview data were transcribed, analyzed, and coded based upon emergent
themes and trends. Open coding, axial coding, and selective coding were used to narrow
the results to the most important categories of emergent data for comparison. The
inductive procedures followed the process related to grounded theory described by
Creswell and Poth (2018). First, open categories were developed, one category was then
selected as the focus of the theory, and then additional categories were detailed with axial
coding to form a theoretical model. Intersection of the categories then became the theory,
or selective coding. The researcher used open coding to form categories of information
by segmenting information and finding several subcategories to organize the sorting of
data during analysis (Creswell & Poth, 2018). To determine axial coding, the researcher
used analysis to examine the data to determine a central phenomenon, explore casual
conditions, specific strategies, and identify context and intervening conditions (Creswell
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& Poth, 2018). Table 7 provides an overview of data type, treatment, and phase for each
of the eight research questions.

Table 7.
Data Type, Treatment, and Phase of Research Questions
Research Questions
Data Type
Treatment

Phase

1. What is music teachers’ level of job Quantitative
satisfaction?

Descriptive Statistics Phase I

2. What is music teachers’ amount of
professional development?

Quantitative

Descriptive Statistics Phase I

3. What is music teachers’ level of
administrative support?

Quantitative

Descriptive Statistics Phase I

4. What is the relationship between
Quantitative
music teachers’ perceptions of job
satisfaction and the number of hours of
music related professional
development?

Correlational
Relationship

Phase I

5. What is the relationship between
music teachers’ perceptions of job
satisfaction and perceptions of
administrative support?

Correlational
Relationship

Phase I

6. What are music teachers’
Qualitative
perceptions of administrative support?

Open, Axial, &
Selective Coding

Phase II

7. What are music teachers’
perceptions of professional
development?

Qualitative

Open, Axial, &
Selective Coding

Phase II

8. What are music teachers’
perceptions of job satisfaction?

Qualitative

Open, Axial, &
Selective Coding

Phase II

Quantitative

Conclusion
The purpose of this mixed methods study was to investigate music teachers’
perceptions of job satisfaction, professional development, and administrative support as
an effort to better understand music teacher job satisfaction. The quantitative data was
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gathered through an online questionnaire that combined the Job Satisfaction Survey,
Teachers’ Perceptions of Administrative Support survey, and additional questions to
gather professional development and demographic data. Findings from the quantitative
portion of the study were further explored with qualitative data gathered from three focus
group sessions, after which the data was coded and organized into major themes and
subthemes.
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CHAPTER IV
PRESENTATION OF FINDINGS

Introduction
This chapter presents the findings of the explanatory sequential mixed methods
study conducted to answer the following research questions:
Quantitative Research Questions
1. What is the perceived level of job satisfaction among music teachers?
2. What is amount of music related professional development among music
teachers?
3. What is the perceived level of administrative support music teachers?
4. What is the relationship between music teachers’ perceptions of job
satisfaction and the number of hours of music related professional
development?
5. What is the relationship between music teachers’ perceptions of job
satisfaction and perceived level of administrative support?
Qualitative Research Questions
6. What are music teachers’ perceptions of administrative support?
7. What are music teachers’ perceptions of professional development?
8. What are music teachers’ perceptions of job satisfaction?
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Results from the quantitative portion of the study will be presented first starting
with missing data and then continuing with reliability and normality information,
descriptive statistics, and concluding with a summary of the quantitative findings. Next,
the qualitative findings will be presented. Each theme will be identified and then broken
down by subthemes. The qualitative findings will end with a presentation of additional
findings that did not fit into any of the subthemes but were still relevant to participants’
overall job satisfaction.
Quantitative Results
Missing Data
After removing the participants that provided no responses beyond the informed
consent there were 48 participants that responded to the quantitative survey. One
participant was removed from the study because no responses were provided on the JSS
scale. The job satisfaction scale responses were a part of both correlations so the other
data provided by the participant could not be applied to the research questions. Of the
remaining 47, there was 1 missing response on the JSS. The scale had a total of 20 items
and the most missing data for any person was 5% (20 items; 1 person missed 1 item; 1/20
= 0.05 = 5%). The most missing data for any item was 2.13% (47 participants; 1 item had
1 person missing; 1/47 = .023 = 2.13%). The total missing data on the JSS scale
amounted to 0.11% (1/47 *20 = 1/940 = .00106 = .11%). All participants provided data
on amount of music related professional development attended annually. Likewise, there
was no missing data on the administrative support subscale.
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Reliability and Normality
In the original validation study internal consistency reliability was determined by
calculating a Cronbach’s alpha coefficient for each subscale and the total scale from a
sample of 2,870 participants (Spector, 1985). The subscale alpha reliabilities ranged from
.60 to .82 and the total scale reliability for all 36 items was .91 (coefficient alpha).
Internal consistency reliability was determined for all 20 items by calculating a
Cronbach’s alpha coefficient for each subscale and the total scale from a sample of 47
participants for both instruments. Reliability with strong internal consistency was found
for Job Satisfaction (α = 0.89), and a good reliability with strong internal consistency was
found for Administrative Support (α = 0.97). Professional development was measured
with one item, so reliability was not calculated. All three variables of music teacher job
satisfaction, professional development, and administrative support displayed no
substantial depart from normality. Music teacher job satisfaction had a skewness of.42
(Skp = .42) and kurtosis of.45 (κ = .50), professional development had a skewness of.68
(Skp = .68) and kurtosis of.10 (κ = .10), and administrative support had a skewness of.48
(Skp = .48) and kurtosis of.57 (κ = .57). The normality, skewness, and kurtosis results for
all three variables fell within the expected ranges. (Figures 1, 2, & 3).
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Figure 1. Participants’ Perceptions of Job Satisfaction Normality.

Figure 2. Music Related Professional Development Normality.
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Figure 3. Participants’ Perceptions of Administrative Support Normality.

Descriptive Statistics
In order to answer research questions one through three the means and standard
deviations were found for job satisfaction, professional development, and administrative
support. For the analysis of job satisfaction data, a mean of M = 4.23 and a standard
deviation of SD = 0.76 was obtained. According to the anchors of the scale a score of
4.23 indicates between a high to moderately high level of job satisfaction. Analysis of
professional development data found a mean of M = 1.76 and a standard deviation of SD
= 0.53. This score indicates participants attend between 0 and 15 hours of music-related
professional development annually. Analysis of the administrative support data found a
mean of M = 3.66 and a standard deviation of SD = 1.03. Based on the nature of the scale
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a score of 3.66 indicates between a neutral to moderate level of administrative support.
Descriptive statistics for all variables are summarized in Table 8.

Table 8.
Mean, Standard Deviation, and Standard Error for Variables
Variable

Mean

Standard Deviation

Standard Error

Job Satisfaction
Administrative Support

4.23
3.66

0.76
1.03

0.11
0.15

Professional Development

1.76

0.53

0.08

To answer Research Question 4, a Pearson correlation coefficient was calculated
to determine the relationships between the variables of music teacher job satisfaction and
music related professional development. A weak positive relationship was found between
the amount of music related professional development attended and music teachers’
perceptions of job satisfaction. This weak relationship was approaching significance (r =
.28, r2 = .08, and p = .06). This result indicates music teacher job satisfaction increases
slightly with the amount of professional development attended. A strong positive
relationship was found between the amount of administrative support and music teachers’
perceptions of job satisfaction. This strong positive relationship was statistically
significant (r = .65, r2 = .42, and p < .001). This result indicates that the music teacher job
satisfaction increases as administrative support increases.
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Table 9.
Correlations Statistics for Research Study Variables
Correlation

Correlation Coefficient

P value

Job Satisfaction & Professional Development

0.28

0.06*

Job Satisfaction & Administrative Support

0.65

<.001**

Note. * =p <.05, ** =p <.001

Summary of Quantitative Results
Results from the quantitative data analysis indicate a job satisfaction level
between high and moderately high for music teachers, teachers attended an amount
between 0 and 15 hours of music related professional development annually, and a
perception of a neutral to moderate level of administrative support. A weak positive
relationship approaching significance was found between music teacher job satisfaction
and music related professional development, indicating a possibility that music teacher
job satisfaction increases with amount of music related professional development.
Finally, a strong positive relationship that was significant was found between music
teacher job satisfaction and level of administrative support, indicating that music teacher
job satisfaction level increases as the perception of administrative support increases.
Qualitative Findings
Three different focus group sessions were conducted to obtain rich data on music
teachers’ perceptions of job satisfaction, professional development, and administrative
support. The focus group interviews lasted from 45 minutes to 1 hour and 45 minutes
where participants were asked a series of open-ended questions. They were coded and
sorted into the three major themes: job satisfaction, professional development, and
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administrative support. Each theme was then divided into concentrated subthemes (Refer
back to Table 7). Pseudonyms were assigned to each music teacher for the purpose of
protecting participants’ anonymity. Qualitative data analysis focused on emerging themes
gathered during the focus group sessions and the responses from music teachers.
Examination of the data revealed three main themes: job satisfaction, professional
development, and administrative support. The three main themes were further refined
into a series of subthemes. Table 10 provides a breakdown of each theme and
corresponding subthemes.

Table 10.
Qualitative Data Themes and Subthemes Research Study Variables
Theme
Subtheme
Job Satisfaction
Collaboration & Relationships
Teacher Preparation
Stress
Scheduling
Perceptions of the Job
Professional Development
Ideal Professional Development
Relevant Professional Development
Teaching Observations
Effects of Music PD
Administrative Support
Ideal Administrative Support
Examples of Good Administrative Support
Examples of Poor Administrative Support
Administrator Presence

Job Satisfaction
When asked to describe their current level of job satisfaction, most of the music
teachers reported that they liked or loved their job. Tanya expressed that she loved her
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job because she got to play and teach music all day by stating, “I love my job. I even tell
the students that I feel like I have the best job in the world, ‘cause I get to play music all
day, and you know, help them learn music all day too.” Mason stated, “I love my job.
[I’ve] always loved my job.” Sarah described a feeling of being home and referenced her
relationships with the other teachers at her school and the feeling of being valued:
I feel at home at that school. I feel the camaraderie of all the teachers. I feel
valued. They love what I do. They know who I am. It’s just a very comfortable
“I’m home”, and that’s the words I use. “I’m home.”
Mallory mentioned her musical equipment when expressing her high level of job
satisfaction, “I’ve got a lot of equipment, so that thrills me.”
While some participants expressed admiration for their jobs some feelings were
not so straightforward. Melissa, for example, stated, “I do love my job, but I don’t always
like my job.” This sentiment was indirectly echoed throughout all three focus groups as
the music teachers were asked to provide accounts of both positive and negative
experiences pertaining to professional development and administrative support. In
contrast to Melissa, Travis stated, “I like my job- I don’t say that I love my current
position. I’ve had other positions that I liked better.” His reasoning for this stems from
the fact that he currently teaches at three different schools and “just to go into three
schools every day wears down on you a little bit” (Travis). While Travis liked a previous
position better, John shared that he enjoys his current job better than his previous position
because of increased levels of support:
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I did private school for ten years before this…I compare what I had before and
what I have now, and what I have now is so far above what I had before in terms
of, well, job satisfaction and support and just like, funds to buy stuff with.
Although they initially responded with high levels of job satisfaction, some of the
music teachers still shared situations where they experienced feelings of disappointment
and not being valued. One example of this is Katherine, who revealed how music
teachers are among the first pulled to cover classes when a substitute is unavailable and
stated, “Sometimes with the current situation we kind of get used as substitutes, so our
classes do get cancelled a lot…it’s disappointing all around when you’re missing classes
to have to fill out another position.” Gabrielle, a second example, originally responded
that she was “very satisfied” and assigned her satisfaction score as an 8 out of 10 but
shortly thereafter spoke of a lack of care from administrators that led to not feelings of
not being valued. Gabrielle’s feelings stemmed from administrators not understanding
music programs and how that perceived feeling of not being valued extended down to the
students:
[The administrators that weren’t doing a fabulous job] were the ones that were
ignorant and chose to stay ignorant. Almost intentionally wanting to not
understand because they didn’t care. Overall, it feels like just a lack of care. And I
think that’s really scary because it makes you feel like you’re not valued in your
profession at all, and it makes your kids feel that way too because they sense it.
These two examples are only a small portion of the finding in this category. In
fact, the theme of job satisfaction was broken down into the five subthemes of
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collaboration and relationships, teacher preparation, stress, scheduling, and perceptions of
the job.
Collaboration and Relationships: Send up the bat signal
One subtheme that emerged from the larger theme of job satisfaction was how
relationships and collaboration with peers can impact music teacher job satisfaction. A
partial reason for this is other music teachers understand the hardships and complications
of the profession. Mallory described the impact of peer relationships as, “I think that the
relationship you have with your peers professionally makes a big difference. Because
they’re like you, you know. You have a commonality. I think that’s just important. It
really is.”
Music teachers are unique in that there is frequently only one music teacher
working at a school. Melissa provided the following comparison of music teachers versus
non-music teachers: “We are such a specialized field, and it is much more common to be
alone in the situation. We’re not like a math or science teacher where there’s a team of
those teachers in the building.” Because many schools employ one music teacher at most,
participants that taught with other music teachers at the same school acknowledged their
good fortune to have music colleagues on the same campus. Gabrielle demonstrated this
by stating, “I feel like I’m lucky because I have someone to work with and that makes a
big difference. In contrast, Travis came from the opposite situation:
Most of us are the only person in our school, or in my case, the only music band
director at three schools, so it can be really kind of lonely because you can’t talk
with other teachers at your school about the challenges that you’re having and that
kind of stuff.

80

Sarah is an itinerant music teacher like Travis, traveling to different schools.
Although there was not another music teacher at her base school, she was still able to
form meaningful relationships with the other teachers. However, at her second school she
found it harder to form those connections because of her limited time on campus:
It’s a different vibe at that school… It’s a different mindset among the teachers.
It’s a bit more drop them off and be gone, and I’m only there part-time, so I really
have no connections with them at all.
A common practice in educational institutions is to assign mentors to new
teachers that serve as a guide and provide advice and support in early teaching years.
Megan discussed the benefits an established support system for music teachers of all
concentration areas is and how it served to help her:
It’s very, very, very beneficial for the elementary and middle school directors to
have that support system and another colleague, even if it’s at another school that
they can call on. It doesn’t necessarily have to be a band director or a music
teacher. It could be anybody really, but somebody that knows what they’re having
to deal with...Having a colleague that you can really lean on for support has
helped tremendously for me.
Melissa agreed with the sentiment that it is important to have someone to lean on,
even if that person is not another music teacher. However, she commented further that it
is important to find a specific music community to be a part of.
I do agree that it’s good to have someone in your building who, it doesn’t have to
necessarily be another band director, but I do think it’s important to have band
director mentors, and to kind of find your community of band directors.
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Finding a teaching and learning community to be a part of provides music
teachers with support from peers along with resources and opportunities to collaborate.
Collaboration can sometimes be made difficult by rivalries between programs, but
Mallory shared her experiences receiving assistance from other directors as a band
director in two different states, giving a glimpse into the various climates that exist in the
music education world.
[In my Mississippi, the band directors] were like buddies. No one worked against
anyone else. It didn’t seem like there was any kind of negativity. They were all
just there for each other. Now, I’ve been here [in Alabama] a long time, okay, and
so this has changed a good bit, but when I first came here it was so dog -eatdog…and I can remember being so surprised when … there were some really
strong band directors who came and helped me out.
Despite strong rivalries existing between programs, she still received help from an
experienced director who was willing to come assist her during the height of marching
season. Other participants also had examples to share of seasoned directors coming
forward to offer guidance. During her first year of teaching, Tanya was contacted by an
older band director that kept checking up on her because he knew her teaching situation
was very different from the school she graduated from. That initial offer of help
developed into a long-term mentor relationship that provided support in her early
teaching years:
I really appreciated him just reaching out. Like, he didn’t give up…He stayed on
top of me, and then from there anytime I just needed advice or if I needed to vent,
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I was like, “Hey big brother, we need to talk” and he would call me back and he’s
like, “Oh, you sent up the bat signal. What’s going on now?”
From that initial relationship Tanya was able to form connections with other band
directors to form a supportive network to advise each other or just to vent. She continued
by saying:
I felt like that helps hold me in my position because I know I’m not alone in this.
I’m not crazy. The kids, they’re just a little off and on, depending on what day of
the week you got them, but, you know, having others to lean on really helps
because I’ve thought many times about changing careers, but it really helps to
lean on other people that are going through a similar situation.
Overall, music teachers felt access to a mentor and a discipline-specific music
community is important for maintaining the well-being of music teachers and to offset
situations in which music teachers do not have the benefit of another professional music
educator at their school. Participating in a mentor type relationship or joining a music
teacher community is an alternative route for music teachers without additional music
teachers on their campus to engage in collaboration and form supportive relationships.
Teacher preparation: They just throw us to the wolves
A second subtheme that emerged from the qualitative data analysis was music
teachers’ lack of preparation for teaching in their respective college programs. Melissa
described a few of the issues she had with collegiate programs for music education:
A large part of what we do is stuff that was never taught in college, even some of
the rehearsing of bands. Um, I don’t think we do a good job of setting new
teachers up for success in the classroom in general. They just kind of get thrown
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in there and it’s like, ‘Good luck, hope you survive. And if you can survive those
first few years, it will start to get a lot easier and you’ll kind of figure it out.’
Many of the directors felt that they were not adequately prepared to handle
student discipline. Kyle shared that during his first years of teaching he experienced
feelings of defeat over his inability to effectively handle student behavior:
Some of the classes in my earlier years were so awful, and I had no idea what to
do with that. I mean, they don’t teach you that in college. What do you do with
kids who aren’t going to listen to you? Who aren’t going to sit down? Who aren’t
going to do this? And I remember going home feeling defeated over just that very
thing right there.
During the focus group sessions, parallels were discussed on how running a band
program is akin to running a business, and that band directors are essentially
administrators of their programs. Megan listed the similarities between running a band
program and running a business including all the paperwork, organization, and
requirements that fall outside of the teaching realm and are not taught in college music
education programs. She summarized by saying, “Yeah. They just throw each of us to the
wolves and give you a pat on the back and say, “Don’t screw up.”
Music education majors are certified K-12 but teaching elementary music and
teaching secondary instrumental or vocal music are very different things. Katherine
began teaching secondary instrumental music but then transitioned to elementary music.
She shared how she did not feel prepared when she first transitioned and had to rely on
the curriculum that the district had thankfully provided:
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When [I] first started teaching elementary, I didn’t have a lot of curriculum. I had
options for curriculum, but I didn’t know what I was doing…the county providing
a national based curriculum that everybody uses, that kind of helped me out as a
band person going into elementary [music].
Ansley was currently teaching outside of her specialization. She shared that her
primary concentration was secondary instrumental music, but she was currently in a
position solely teaching secondary vocal music. A key finding regarding teacher
preparation was participants felt unprepared. The concerns discussed by participants
included a lack of preparation in undergraduate programs for classroom management and
for effectively teaching in the multiple concentrations associated with music teacher
certification.
Stress: Can I have a breather here?
A third subtheme that emerged from the larger theme of job satisfaction was the
stress related to the music education profession. The topic of stress and its effects on
music teacher job satisfaction was discussed in both secondary focus group sessions, but
not among the elementary music teachers. When commenting on work related stress
Tanya shared, “Work gets really stressful. It gets really stressful, especially when we’re
trying different things and it’s just not working out.” Gabrielle theorized that stress could
be a reason music teachers leave the profession early and stated, “I think people leave
early because they get stressed out or they can’t come back from that stress, and they
realize it’s just not worth it.” Causes of stress among secondary music teachers included
dealing with the effects of Covid-19, a lack of support from administration, public
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expectations, and the strenuous demands of the job (i.e., grueling schedule, teaching load,
administrative duties, etc.).
As with the rest of the world, Covid-19 hit music programs hard. Melissa’s band
program had recently been through a troubling situation and expressed how Covid-19 just
added to their struggles. She shared the following statement:
What my program has gone through of having to deal with some of those effects
on top of the Covid effect and knowing what the public expects out of my
program has definitely been a stressor this year. Well, it’s kind of like, “Well,
that’s nice.” I could say it’s Covid but they’re not going to care, and I think we’re
going to be feeling that way for a few years.
She continued further to discuss the difficulty of finding any downtime during the year
and the rigorous demands of the profession even through the “off” summer months:
I [just think] the job’s hard. It’s hard to not work for 12 months, and the
expectation too. And we are also administrators, particularly at the high school
level of running fairly large programs and then to do all this on top, and it’s kind
of like “Really, can I have a breather here?”
Public expectations were also a concern for Mason who described how there was
general pressure to keep up numbers in his program despite declining enrollment and
scheduling issues:
When you look at our school there’s the pressure of how we used to march like
twenty tubas. Well now we have seven and people see that and they’re like “Oh,
they’re not doing so hot. They’ve only got 170 members this year? Whoa, what’s
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happening over there?” It’s like, are you kidding me? So that pressure, uh, for that
standard is almost unreasonable and unattainable.
Megan felt that stress could be alleviated by an increase of support from school
administration and stated, “I wouldn’t feel as stressed out sometimes if I had the support
from the higher ups across the board. Participants’ level of stress had a direct impact on
overall job satisfaction. In summary, work related stress for music teachers included
dealing with the effects of Covid-19, public expectations, lack of support from
administration, and the strenuous demands of the job that are specific music educators.
Scheduling: It’s a problem
A fourth subtheme revealed by the qualitative data analysis was the impact of
scheduling on music teacher job satisfaction. Mallory shared an example that she
described as the biggest issue she had faced since transitioning to working general music.
She was working as an itinerant music teacher and one of her principals gave her an
impossible schedule and refused budge even after the district fine arts supervisor stepped
in:
I had already tried to work with her on it, and all she gave me was a schedule that
was so crazy that I was heading in the wrong direction one morning I was so
confused…I had to literally jump off the interstate and turn around because
everything was so skewed. So, then my supervisor said, “No, no, no. I’m going to
talk to her and get this all worked out,” because when [I tried] to get things
worked out with her she had me screaming down the hall in one direction,
screaming down the hall in another direction [on an] absolutely no size cart–a tiny
cart, you know. And it was just fine with [the principal]. It was just fine with her
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as long as she didn’t have to look at it, and so when the supervisor went in, she
couldn’t make heads or tails and [the principal] just said “Deal, no deal. Forget
it.” And [the kids at that school] just lost music that year.
Naturally, the effect of an elementary school losing music for an entire year due
to the inflexibility of a principal would have a negative impact on the students. This in
turn has a negative impact on a music teacher’s job satisfaction since their primary
objective is to teach music to children.
Bell schedules are another “scheduling” issue music teachers have to navigate
from year to year. Mason recounted when his school transitioned from block scheduling
to a period schedule that resulted in a loss of half of the band’s scheduled rehearsal time,
and they were still held to the same performance standards with half of the preparation
time:
About three years ago we were on block scheduling, and when we were on block
scheduling …band met every single day. Well, now we’re on a seven or eight
period day, and they still met every day but literally half of the amount of
rehearsal time. So, the expectation is still really high, however, we’ve lost half of
the rehearsal time.
A final issue of scheduling participants reported that negatively impacted music
teachers’ job satisfaction was students being placed or pulled from classes randomly,
especially mid-semester. While no participant wanted students randomly placed into their
performing classes, they were much more upset about the instances of students being
removed or added several weeks into the semester. Tanya described the struggle of erratic

88

student schedule changes and the difficulty of maintaining the attention of students who
are further along while having to start completely over with new students:
“We’re getting students put in our classes randomly or pulled out of our classes
randomly. Like, sometimes even with the students fluctuating throughout. It’s
hard to keep track of everything and it’s hard to really figure out what would even
work because getting ready for a performance when I have kids constantly in and
out of my class. Okay, well, how can I keep these kids going while I have to start
[new] kids how to hold an instrument without the rest of the class getting
distracted?
Gabrielle faced similar struggles of having kids added late into the semester or removed
from the class after they had already purchased an instrument:
“Hey, let’s just put this kid in week 7 in your class. Not one, not three, not four,
not five. Like let’s just dump a pile in. Oh, and let’s take the ones out who have
already bought an instrument and are invested.” That’s happening. That’s a
problem.
Ansley experienced a different scheduling situation where she was only able to
have choir classes comprised of seventh grade students who were swapped to a different
elective at the change of the semester. Although she was only able to teach students for
one semester in their seventh grade year, she was still expected to build a choir program
and participate in district level choir activities and assessments:
I’m still held to the same standards [as the school’s band program], but I’m not
given equal treatment as far as, my students don’t choose to be in my program.
They’re required to take my class, and again, I only have them for one semester.
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Teaching students that do not want to learn is a challenge for any teacher, but it
can be even more difficult in a performance based fine arts class. Negativity is catching,
therefore when students do not wish to participate or perform it can cause issues for the
rest of the class. Daniel gave a similar example:
One of the worst things that ever happened to [one of our band programs] years
and years ago was the administrator there decided if kids were problems, they
would put them in the band. And [the poor director] had, I bet, over 200 kids in
the band, but there was a good 50 or more that were just back there being
problems.
All in all, the examples of impossible elementary music schedules, adding or
removing students late into the semester, or placing unwilling participants into
performance based courses highlight how impactful poor scheduling can be on music
teachers’ job satisfaction and the overall well-being of their programs.
Perceptions of the Job: We’re not considered the expert
The performance-based nature of music programs result in a public based opinion
as to what programs really do. A fifth subtheme that emerged was perceptions of music
teachers and their programs. Elementary and secondary music teachers all felt there were
misconceptions of what music teachers and music programs actually do. John was
frustrated by the assumption that elementary music is simply singing and dancing and
stated, “There are standards and that real learning happening in my classroom. We’re not
just having fun. We’re not just singing songs and dancing.” Travis also wanted to be
acknowledged as a serious academic program and said, “I want to be treated like what
I’m doing is a serious part of the academic program of the school, not an after school
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club. Ansley mentioned that music teachers sometimes feel like they are not considered
the professionals in their own field and stated, “ I think what a lot of us feel sometimes is
that we’re not considered the professional. Like, we’re not considered the expert in our
own field.
The secondary band participants especially expressed a frustration in the focus
group sessions with the tendency for administrators and the general public to only place
value in marching bands at football games. Megan shared:
It’s just so hard to get everybody outside of the band world to see us outside of
the Friday night lights. That is a hard thing because everybody things that we
don’t do anything for the remainder of the year. It’s like, what do you do in the
room after football season? You just sit around and twiddle your thumbs? I’m like
no, there is so much more that goes on past football. Football is just one quarter of
the year. So that’s like, kind of the downside of it that, you know, trying to get the
rest of the school to appreciate everything else that we do.
Melissa shared a similar frustration:
I teach [at] a really good school. I have really good students, I have good parent
support, and I do have what I would call good administrator support. I find it
frustrating is all they view us is the marching band of football games. Like, in a
home football game all four or five of my administrators are there for the football
game, but in the past four years at a band concert I haven’t had an administrator.
And I think that’s a disservice to the students also. [Nor will they] come to a
competition. I was having a conversation with my principal [and told him about]
our county jamboree on Tuesday and he was like, “Oh yeah, I’m gonna try really
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hard to make it.” And I’m like, but this is what we do. But they’ll be there for the
Mardi Gras parades but not for the stuff [that] is truly about band and I feel that
more for my students than I do for me because I’m…just going to do what I do…
I wish at times we weren’t always viewed as the kind of people there to go cheer
on the football team….This schedule is just grueling in the fall…It’s nonstop and
I think that’s where maybe my satisfaction goes down.
In conclusion, music teachers at both the elementary and secondary levels desire for their
programs to be acknowledged as legitimate academic programs with valid curriculum
instead of only being associated as entertainment.
Professional Development
Music teachers responses to the questions surround professional development
revealed a strong concern towards the issue of not having enough contract hours to
engage in meaningful PD. Melissa related the scope of this issue across all educators by
stating, “We’re not given enough time within our contract hours to be able to engage in
meaningful professional development…It’s a problem, I think, across education, not just
in the band director and music world.” She continued by relating the struggle of
balancing the desire to improve professionally while still managing daily expectations
and additional requirements:
It’s like we want to make ourselves better and stuff, but at the end of the day our
teaching loads and all the requirements that are put down on us, that…most of us
are failing to do with …our contract hours that we are given. We’re already not
able to handle that load and then to put the PD on top of it makes it a lot more
challenging.
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Participants reported the desire to participate in professional learning, but not at
the expense of missing rehearsal time with their students. Tanya was concerned with
students not practicing in her absence and stated, “ I hate to miss school time to go do
anything else because my kids need the practice because of course they’re not practicing
when they’re not in front of me.”
Likewise, Kyle also brought up the point that he worries about what is happening
in the band room when he is away for professional development and that he is never truly
gone:
I’m happier being in the band room, to be honest, than I am sitting in any
meeting, especially when it comes to not musical PD. And even some musical
ones it’s sometimes a waste of time, and I worry about what’s going on in the
band room. The subs are texting. I’m never really away from the band room when
we’re gone.
Analysis of the qualitative data pertaining to professional development revealed
the subthemes of music teachers’ ideal PD, relevant PD, observations, and the effects of
music related PD.
Ideal Professional Development: The perfect PD
The subtheme of the participants’ ideal professional development found that
music teachers desire PD that can be applied to their specific teaching situations and that
are continuous. When describing her ideal professional development, Sarah stated, “The
perfect PD to me is very hands on. It’s knowledge that we can use. John felt that the most
useful PD sessions were “The ones that get you thinking about specific ways you can use
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what they’re presenting. Melissa expressed a desire for an improved method of
presenting and implementing new skills acquired during professional development:
Where it’s not just a one and done thing…I think that’s the biggest complaint. It’s
like, you attend a really good PD session and you’re like, “Well that’s awesome I
have all these new things. How am I going to implement them? And what if they
don’t work?”… I need…a better system in place, particularly for band directors
where we’re one to a school, or maybe two if we’re lucky, but one that somehow
has it in place to truly help us get better. Which means you need checkpoints
along the way and it’s not just like, “Attend this session. Here you go. Good luck.
Bye.”
She continued on to compare professional development to the circle of teaching:
It’s like the circle of teaching. Like, we don’t do that in PD. We just get thrown
the material but it’s never like, “Okay, well let me go apply it, and can I come
back and have questions now, and how can I evaluate this. This really helped me
and if it didn’t, why not? “ And we never get PD like that, and I think particularly
for younger directors that would be invaluable and we don’t get that. We just get,
“Good luck.”
Like previous examples from participants Mason also felt strongly that material
presented at a professional development session should be revisited continually
throughout the year and not just a onetime session:
It needs to be something that we can continually discuss throughout the year for
trying to incorporate new concepts… if it’s important enough to talk about once it
needs to be a continuous effort, and that goes with any professional development.
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The participants’ unanimous wish for applicable and continuous professional
development opportunities serves as a strong representation of music teachers’ desire to
engage in professional learning that will also benefit their students. In short, the ideal PD
for music educators is PD that is relevant and sustained.
Relevant Professional Development: We wonder why we even wasted that time
The focus group music teachers overwhelmingly found music related professional
development to be more impactful than general professional development offerings, with
most preferring to attend music conferences. This sentiment was described exactly by
Melissa when she stated:
Typically, the PD sessions where I have come away feeling like I have learned
something that is gonna make me a better director or has something that I feel is
going to be beneficial for my students has just about always come away from
some type of music conference I have attended.
In regard to mandatory school related PD Joseph said, “I have yet to have a useful session
presented that I’ve had to attend, like, at the school.” Kyle felt that although applicable
professional development is meaningful there were still many that were a waste of time.
He went on to explain:
I think, for me, some of the more meaningful professional development would be
the ones where I felt like I could use what they were saying. There are so many of
them we go there and sit there, and we wonder why we even wasted that time.
The majority of the focus group participants viewed local annual professional
development as an obligation rather than an opportunity for professional learning. To this
effect, Travis stated, “The school sponsored stuff has never really been meaningful to
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me.” Furthermore, annual professional development was largely perceived as a waste of
time and negatively affected the outlook for future professional development when a
musical classroom setting was not apparent. Mason stated:
If I’m sitting through a PD that well, one I’ve done every year or one that I just
can’t figure out how it relates to me in my classroom, I feel that it’s almost a
waste of time and that puts me in a bad mindset for future PDs.
Megan also had a negative opinion of school-led PD:
Any type of professional development that we do at [my school] I never come
away like, “Well, we’re going to have a great year,” because it’s never geared
towards band. Most of the time I do come back frustrated because the other two
fellows that I work with are completely technology illiterate and I have to do their
PD for them.
She continued to say that although she does enjoy music related PD, she would rather be
doing something else for PD not specific to music:
The only PDs that I’ve ever come out of feeling satisfied and realizing, you know,
I love what I do is AMEA stuff, Midwest stuff, or things that [our fine arts
supervisor] has scheduled for us because that’s geared towards our subject.
Everything else I just feel like I’m sitting there in another meeting that I could be
doing something else and I’m thinking, “Okay, what else do I have to do today?”
Although the majority of participants did not feel school sponsored professional
development was beneficial or meaningful, one participant was able to give an example
of how a school wide professional development was helpful to him personally by
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providing new insights into the personalities of his colleagues and their method of
thinking. Mason shared the following account his school-led PD:
It was one of those personality trait survey things, and you have to figure out what
moves you. What motivates you? How do you lead?... And they related to Star
Wars, and it turned out that I was the giver like Padma Amadala, and one of my
colleagues that I worked closely with, he was Darth Vader. He was the supervisor
of things, and of course, our head director was Emperor Palpatine. He was the
mastermind behind things, and you know, that’s all silly and fun but it helped me
understand my colleagues more who I work with directly.
He continued to explain how the PD helped his colleagues to work closer:
When it comes to planning or anything right now, we understand how each of us
think. We kind of balance each other out but we didn’t know that until we had
done that PD, and I know it was really silly, but it was actually extremely
informative that I got back to a lot.
Although this PD was lighthearted, it still provided valuable insights into his
colleagues that served to strengthen their working relationships. Overall, the majority of
music teachers felt that school led professional development was generally a waste of
time with the exception of a few instances where direct application could be made.
Observations: I’ve learned way more from just watching them do their job
Another subtheme that appeared from the larger theme of professional
development was the subtheme of observations and how they served as powerful learning
opportunities for music teachers. Travis shared the following comparison of observing
other teachers versus listening to a presenter at a conference:
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I’ve learned way more from watching the best teachers in my building, even
people that aren’t even band directors, at all these elementary schools. I’ve
learned way more from just watching them do their job than I ever have from
listening to a presenter at a conference or anything like that.
Kyle also spoke of the benefit of music educators listening to other groups perform:
Some of the best things we can do as music educators is the listening to other
groups perform. How do they get to where they get and that kind of thing? We
learn more by listening to each other than really talking to each other, I feel, and
that’s just my thing. I come back more talking about what I listened to than what I
sat through.
Participants felt that listening to each other’s ensembles and watching fellow music
teachers run their rehearsals would be a valuable form of PD. Mason provided an
insightful observation about band directors compulsion to help one another and how
music teachers can learn so much just by watching each other:
I would love to go work in a county helping out other band programs. We’re all
about helping each other. We really are. I just wish that we could do that more
often and sitting down, observing each other would be huge and very valuable.
He went on to describe mandatory observations from college that provided perspective
for various situations:
We used to do visits in college. I had to go visit like, ten other schools. They had
to be a variety from inner city to really rural to, whatever, and every situation was
extremely different. This band director’s worried about breaking up fights in the
hallways while also being the assistant football coach at the junior high while this

98

teacher has been here literally for 40 some years and just gets the job done.
There’s so much you can learn from each other that we just don’t get.
There was a consensus from participants that observations of other music
programs and directors was a valuable source of professional learning different from
more traditional forms of PD.
Effects of Music Professional Development: I can conquer the world now
A final subtheme of professional development was the effect resulting from music
teachers’ participation in professional development. Several participants mentioned
feeling revitalized or having more energy after attending a professional development
session or conference. Sarah shared an experience from a virtual PD she attended:
It was a Zoom [session] so you lose a little bit of that in-person enthusiasm, but
what she brought to the screen and then portrayed through the screen to all of
us…It just gave me so much more energy and opened up my mind to so many
different things that we could do.
John then chimed in that, “For me PD just overall is fun”, and Sarah added, “When we go
to music PDs the energy from everybody else and the energy from the presenter is what I
take home with me. That’s what I love.” Kyle appreciated the opportunity to speak with
other music professionals at music conferences just to have a reminder that he is not
alone in the issues he faces:
The fact that you’re around other music people at these conferences and
professional developments is a nice refresher that you’re not alone and what
you’re doing, it’s not just your school. There’s other people going out there going
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through the same similar thing sin the same day to day issues that we all have, and
to occasionally hear that is really nice.
Tanya felt encouraged after attending a virtual summer PD with professional trumpet
player, Wynton Marsalis:
It was just refreshing to hear from a professional perspective, especially someone
…to encourage us as musicians and as band directors- to just keep going. And
after that I felt really refreshed and I felt like, “Oh, I can conquer the world now
because this guy over here, he gave me a pat on the back.” It was great just
hearing from him, hearing his stories, and then listening to him demonstrate some
techniques that we could use in our classrooms and also just listening to him
perform for us.
Tanya continued that she felt arts related PD helped to renew her spirit and even sought
out PD for new ideas:
Anytime I do go to music or even just arts related professional development I
always have this renewed spirit that, you know, now I can do this. I’m okay. I’m
recharged…I’ve even sought out different organizations to attend their
professional development just to get an extra boost and get ever fresher ideas.
Unfortunately, not all reported effects of PD were positive. In one instance it is
noted that attending mandatory PD resulted in points off a participant’s end of the year
evaluation. This is illustrated by Gabrielle who recalls, “On my evaluation a couple of
years ago I was docked because of all the days I had to go out on PD. Like, docked way
down.” Being docked on her end of the evaluation for attending mandatory professional
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development could explain why Gabrielle felt that PD could sometimes be overwhelming
and even add to music teachers’ stress level:
It gets to be too much. Instead of it being organized in such a way where it’s like,
“Yes, I’m looking forward to this week! It’s gonna be amazing and I’m going to
learn so much, and the kids are gonna have such a great experience.” It’s not that
way. It’s like there’s this and then this, and then this and then this… and that’s
stressful, in my opinion.
The participants reported that participation in music related PD could re-energize
music teachers but could also be overwhelming. It is of note that participants related both
positive and negative impacts of PD. Music teacher responsibilities, such as special honor
bands or choirs, sometimes call for additional days out of school that are not required for
non-music teachers and can be viewed as “excessive” as with Gabrielle’s example. Just
like with anything else it is important for music teachers to find a balance of professional
development that helps to improve teaching practices without causing deficiencies in
other areas.
Administrative Support
All the music teachers interviewed agreed that administrative support is very
important for music teacher job satisfaction and the success of music programs. When
asked about administrative support, Gabrielle shared “I’ve had some really awesome
principals. I’m very grateful for them. And then I’ve had some that I wonder why on
earth are doing what they’re doing.” Other participants had similar experiences to
Gabrielle where they had worked under what they considered both good and bad
administrators.
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Melissa described her perception of good administrative support as the ability to
make program changes and have the backing of the administration:
I do have what I would call good administrator support. I feel like I could go to
them, and I’d have their support on things, and I have had in this position where
we want to make program changes [and] they have never questioned what
changes we have wanted to make.
John also felt he had an administrator that would support changes as long as there was a
clear associated plan and stated, “My principal at my school is very easy going. He’s
pretty much if you have a plan and have a way to show him that this is what you’re
doing, then he’s okay with it.”
A strong commonality from all three focus groups was that music teachers were
happier when they were allowed to do their job without being micromanaged by the
administration. Sarah said, “My school is amazing. I love, love, love my administration
and… it’s whatever you want to do. You provide an education for her children at that
school [and] she’s a happy camper.” Sarah also had the following to say about her
administrator: “To know that [my administrator] appreciates what we do and values it,
that’s huge.”
Mallory also had positive things to say about one of her previous administrators
for elementary music who was adamant that her students needed musical training:
I’ve worked with some really neat principals. One of them sat me down and just went
into how important … it is to their learning very young that they have music full training
and that she wanted every one of her younger grades definitely to have musical training,
and she only had a quarter of a unit because they were constantly playing catch up and

102

she was having to sink money in other places, but she says “My babies have to have
music because it helps their brain”, and I think that was really cool.
There is a perception that administrators do not really understand the nature of
what happens in music programs, and this feeling was expressed by several of the music
teachers. John recounted a situation of disconnect where his annual PTO program needed
to be rescheduled and the principal wanted to know why they were even having the
program despite the fact they had already been working on it for three months. Jason
expressed the effect of this disconnect between priorities on his feelings by sharing, “I
felt like a failure because I had not, I guess, educated him as much on what it is that we
do.”
Mason expressed similar sentiments about administration not understanding what
music programs really are and what they do:
Administrators don’t get us. They just don’t understand the subject. They just
don’t get it. They’ve been math teachers, English, coaches. What they know about
band is Friday nights. That’s what they know band is because I haven’t had a
coach come to a band concert, like, ever. I would love to see the football team
show up to a band concert. How cool would that be? But it never happens because
[they don’t know what band is. They don’t realize what band is].
The subthemes that emerged from the analysis of qualitative data regarding
administrative support were participants’ ideas of their ideal administrative support,
examples of good administrative support, examples of poor administrative support, and a
shared desire for administrators to be more present in the music classroom and at
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performances. In summary, administrative support was deemed very important by
participants for the success of their programs.
Ideal Administrative Support: I just want to be treated like a professional
When describing their ideal administrative support, the consensus was that music
teachers wanted to be acknowledged as professionals of their content area, not
micromanaged, and desired for administrators to be present both in the classroom and at
performances. Mason described his ideal administrative support as:
When you have administrators that recognize what our needs are as music
teachers and they provide PD that directly goes to us, that tells me that they’re
listening to us. They understand what struggles we are having in our specific
classrooms and situations which is only going to improve and benefit the
relationships between us and our administrators, which is only going to improve
job satisfaction that much further. …I’ve had some great administrators in the
past years and, uh, a lot of it was because they got it. They understood, and that
means more than they even realize.
Travis preferred his administrators to be aware of his program but at a distance:
I’m more of the type that prefers an administrator to just stay out of my way and
let me do my job, but I do think it’s important for administrators to acknowledge
what’s happening with the program just for the sake of the kids.
His basic wish for an administrator was, “I don’t want to be micromanaged. I just want to
be treated like a professional.” In contrast, Mason preferred an administrator to
occasionally stop by his room:
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Where an administrator can walk into my classroom and the kids don’t freak out
because it’s normal occurrence that he comes by just to say hello and hear what
we’re working on. I’d like for my administrator to be aware of what’s going on in
my classroom.
Megan had a similar outlook:
I like principals that allow me to just teach and do my thing. So yes, stay out of
my way, but then yes, come by and just listen to us. Um, and, you know, don’t
micromanage me. Don’t tell me how to do my job because you’ve never done it
before unless obviously, you’ve been a band director before.
Gabrielle had experienced what she considered both good and bad administrative support
and shared, “I’ve had administrators who let me do my job. They’re the best… And then
I’ve had the opposite where they try and micromanage everything and undermine you
and embarrass you in front of students. Overall, the participants’ ideal administrative
support included administrators who: drop in occasionally to listen to rehearsals, attend
performances, and do not micromanage.
Examples of Good Administrative Support: You want to do what for me?
Although there were very strong examples shared of situations where music
teachers felt supported by an administrator, Ansley was unable to think of any examples
of good administrative support. Melissa, however, had a very powerful account to share
of an administrator paying for a substitute so she could handle the ramifications of an
accident:
[My program] had an accident and so I had a lot on my plate, and he actually
looked at me and said, “We need to take something off your plate while you are
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dealing with the ramifications of this event, so is there a substitute that can come
in and teach your beginning band classes for you for the week so that you can
have more time to focus on this other stuff right now?” And I just sat there
dumbfounded because I was like, “Excuse me, you want to do what for me?” And
he hired a substitute. Like I didn’t have to take any leave. It didn’t come out of
my band budget. It came out of his budget, and for that week my beginning band
classes were taught by a retired musician so that I could focus on other things that
my program needed at that time. …He was always very aware of that stuff, and I
still appreciate that to this day.
A similar example was shared by Mason where his principal demonstrated a caring
attitude and concern for his general wellbeing:
My first year…my principal cared enough about me that he came to my room and
literally kicked me out twice. I was working and it was like, six o’clock at night,
you know, ‘cause I have work to do and he said, “No, you’re done. It’ll be there
tomorrow.” It was the most caring advice I’ve ever received from an
administrator because he knew that he did not want, he didn’t want me to burn it
out, you know, and that meant a lot to me. So that kind of support, uh, is very
valuable and meant a lot to me.
Mason shared yet another example from a different administrator where his
superintendent actually stepped in and ran a band rehearsal when Michael had an
unexpected issue with his blood pressure:
There was a time where my blood pressure, like, freaked out on me so he came to
my room and grabbed the nurse. [The] nurse took me to his office, I sat in his
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office, he gave me a fresh Coke, and he rehearsed my band for the rest of the
period.
Participants of the focus group sessions expressed an appreciation for
administrators that helped provide equipment for their programs. Mallory shared one
such example by stating, “I have a very generous principal. He keeps digging in his
principal fund and buying band instruments.”
The music teacher participants especially liked when administrators showed an
interest in their music programs’ performances. Melissa shared how she previously had
two administrators that would vie for the opportunity to attend her spring band concert
over a sporting event:
I had two administrators at that school, and they would fight over which one
would get to attend the band concerts ‘cause usually there would be a sporting
event that would conflict, particularly in the springtime, and they would argue.
They would tell me each individually that they were fighting to be the one that got
to come to the band concert and not go to the spring sporting event, and that
always made, like, I mean, it’s just going to make anyone feel good that you’ve
got both administrators really fighting to wanna come see your product and
support your kids.
Good support from administrators not only positively impacts music teachers, but
also benefits the students of music programs as well. The focus group interviews
provided a variety of examples of what participants perceived as good examples of
administrative support including support in the area of concert for music teachers’
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welfare, providing equipment for programs, or even the simple act of attending a
performance.
Examples of Poor Administrative Support: I almost left the profession
When asked to describe situations when an administrator had failed to support
them as a music teacher, the participants were able (and eager) to call forth a multitude of
examples. Melissa shared two memories from one of her earliest teaching positions as a
band director. The school had a band program of over 200 students and Melissa was told
that not only would she be teaching all the students herself with no assistant, but she
would also be taking over the orchestra program which was another 70 kids. When
describing her feelings after her advisor spoke to the principal on her behalf, she said, “I
felt very kind of just defeated ‘cause he said the principal just didn’t care about the
workload that he was putting on me.” For the second situation, she returned to school
after summer break only to find everything from her band office had been moved out and
left sitting in the middle of band room because her office had been taken over for
something else without notifying her. She then shared, “That same job I almost left the
profession over because of instances like that.”
Not all the examples given were so severe. For example, John explained how he
felt the need to purchase is own classroom resources because the administration would
not provide them when he said, “I have a lot of other resources that I’ve purchased
myself because at my other school, they weren’t going to.”
In some of the examples given by participants where administrators failed to
support them as a music teacher, the administrators were not subtle in their lack of
support. Daniel shared a particularly harsh example when he said, “It’s really not good
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when you look at a principal in his office and say, “Hey, you really wouldn’t mind if I
just walked out the door and never came back.” And the principal sits there and doesn’t
say anything.” Another severe example was shared by Megan when she recounted an
example of how her principal wanted the band to pay for their own seats at football
games for the season because of the social distancing ordinances created due to the newly
created Covid-19 protocols. A surprising example shared by Tanya involved an
administrator who was actually a former band director:
I had an assistant principal who was also a band director, but she wasn’t very
supportive of me, which was a little surprising to me…Like, she was not
supportive in any way, and I felt like any opportunity she was given to tear me
down she would…My first few years of teaching were rough because of my
administration and especially that assistant principal who just wasn’t supportive
of me and my program….It was rough being under a former band director who
did not come to my band room to offer advice and to help, but to belittle me and
talk about what she did in her glory days.
Instead of serving as a valuable resource and providing the support a new teacher really
needed, the administrator chose instead to belittle and demean her.
The focus group participants viewed consistency in administrators as an important
trait. It was frustrating to music teachers when administrators were not consistent with
their own policies or with how they treated various programs at the schools. Gabrielle
expressed her feelings regarding inconsistency when she stated, “I’ve had principals that
would say one thing and then do another, and that was incredibly frustrating. Ashley also
expressed frustration with the disparity between the treatment of the band and choir
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programs at her school by sharing, “I don’t feel like I get equal treatment, but I’m held to
the same standards as the band program.” Examples of poor administrative support
shared by participants included administrators demonstrating a disregard for the
wellbeing of the music teacher, unrealistic program expectations, and inconsistent
treatment of music programs housed in the same school.
Administrator Presence: It’s kind of a big deal
All the participants shared the same desire for a stronger administrator presence
both in their classrooms and at performances because it demonstrates an interest.
Katherine had the following to say regarding administrators visiting her elementary
music classroom: “So I just think that when an administrator actually comes into our
room, it’s kind of a big deal because usually they just kind of pass by and um, not really
interested in what we do.”
Secondary teachers also wanted administrators to visit their rooms more
frequently. Mason spoke his need for acknowledgement from administrators and of the
tendency for band directors to be left to their own devices and be isolated:
I’m one of those people that I do need a pat on the back. Like, I’m that person and
a lot of times, you know, we’re kind of left to our own devices and not often seen.
You know, we’re seen in the public constantly but having an administrator just
come to our classroom just to poke their head in doesn’t happen that often with
me, and I wish it would happen more. My classroom is separated from the
building and, I don’t know, I just kind of sometimes feel alone, you know, and
some people really like that. I’m not. Um, so I wish I had a stronger working
relationship with my administrators.
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Megan really liked how a former principal made it a point to support all of the
school’s programs, including attending all of the band’s performances if possible or at
least watching a video of the performance if he could not be there in person:
He supported everyone which was very nice because he would try to show up to
everything that was going on with all the organizations…He would make it a
point to pop in for all three ensembles’ [state band assessments]. He would show
up to our Christmas concert, show up to our spring concerts. Obviously, he would
be at the football games, so he would see us perform then. He would come to the
Mardi Gras parades. Everything that we did he would try to come to, at least
pretty much all of our performances, and if he couldn’t make it, he asked if there
was a video of it, like the following Monday which was nice because, you know,
he wanted to watch it.
Travis had the opposite experience of consistently not having any administrators
attend his students’ performances. He was so frustrated by it that he shared, “I had half in
mind that when I got tenured, maybe we would go around [at concerts] and call each
school individually and have the administrators recognized just to show that they weren’t
showing up.”
Despite initially having a poor experience with having a former band director as
an administrator, Tanya spoke of current assistant principal who was a former band
director and really appreciated his knowledge of band during his spontaneous classroom
visits:
I feel really lucky because one of my assistant principals used to be a band
director, so he understands and he’s had times in the past where he would just pop
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into my classroom, especially getting ready for a concert. I would have full band
practice during school and every now and then he would just come in and he
would start getting onto my students like, “You know you should be sitting up.
You need to be doing better.” You know, he would just go ahead and get on them
for me so I could just be on the podium. He’s had moments where he would just
come in and just start playing a drum and then just walk out, and the kids are
like,” Whaaat?!” Yeah, he’s a musician too. Yeah, don’t mind him. But just
having that support and him just walking in every now and then to show the kids
hey, you can do like me one day. You know, I really appreciate that….I feel
grateful to have that support from that standpoint.
In this case, having a former band director as an administrator proved beneficial
because of his general knowledge of band programs allowed him to provide an extra level
of support not possible from an administrator with no knowledge of how band programs
operate. Mallory also felt very fortunate to have a principal who used to be in band:
There’s nothing more to say about my present principal because he was a band
geek. You know, one day I’m teaching and he’s back there playing on the Orff
bells with the kids, you know, so he understands the curriculum. He understands
how important it is.
All participants wanted more administrator presence both casually during daily
rehearsals, and also at performances. Additionally, the deeper insight into the curriculum
and issues faced by music teachers is an advantage for administrators who were formerly
part of music programs or were music teachers themselves because it provides more
opportunities to provide meaningful support for the music teachers at their school.
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Additional Findings
The focus group data included additional findings that did not fit into any of the
subthemes but were still relevant to participants’ overall job satisfaction. Additional
responses impacting job satisfaction that were notable included student achievement,
having available resources, and parental support. Participants also contributed their views
on the issue of music teacher attrition. To conclude the focus group sessions, participants
were asked a series of general questions relating to perceptions of music teacher attrition.
When asked why music teachers leave the profession early, there were a few different
speculations presented. Mason theorized a connection between musicians transferring the
need to perfect their play to a need to perfect their program and overworking themselves
to the point they leave the profession:
I think part of it is the nature of what we are. We’re musicians, right? And we’re
musicians first. Before we ever became a teacher, we were musicians, and we
have spent hours and hours and hours and days and weeks and months and years
in practice rooms working to perfect everything. Now when we’re teaching, we’re
trying to do the same thing, but we are limited by the time we have. We are
constantly being hounded with other things that are not related to our programs
directly and it’s causing us to end up, we end up overworking ourselves because
we don’t want a halfway program. We want the absolute best we can offer, and
we just get tired of working so hard that we end up working ourselves out of the
profession.
Gabrielle related the issue of music teacher attrition to poor support from
administration by asserting, “If there’s support, you’re gonna want to stay. You’re gonna
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want to do the best you can for that administrator.” Melissa offered another opinion and
related high levels of attrition back to poor teacher preparation saying, “I think that’s
where you have, you have a large attrition rate there because [music education students
are] not given the tools needed.” These theories all have merit and could potentially all be
significant factors affecting music teachers’ decision to leave the profession before
retirement.
Summary of Qualitative Findings
Qualitative findings from the three focus group sessions included the
themes of (1) jobs satisfaction, (2) professional development, and (3) administrative
support. The major themes were then broken down into subthemes. The subthemes for
job satisfaction included collaboration and relationships, teacher preparation, stress,
scheduling, and perceptions of the job. Subthemes for professional development included
ideal professional development, relevant professional development, teaching
observations, and the effects of music PD. The subthemes for administrative support were
ideal administrative support, examples of good administrative support, examples of poor
administrator support, and administrator presence. Additional findings that did not fit into
any of the larger themes but were still relevant to participants job satisfaction included
student achievement, having available resources, and parental support.
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CHAPTER V
CONCLUSIONS AND DISCUSSIONS

Introduction
This chapter contains the interpretations of the findings of the study examined
through the lens of the Existence-Related-Growth (ERG) theory. Results for each
research question are discussed and compared to the literature. Suggestions for future
research are presented based upon the study results along with recommendations for
policy and practice.
Discussion and Conclusions
This mixed methods study investigated the perceptions of current music teachers
in the three areas of job satisfaction, professional development, and administrative
support through examination of their observations and experiences with the purpose of
understanding better understanding music teacher job satisfaction as an effort to reduce
music teacher attrition. A quantitative survey provided data for music teachers’
perceptions of job satisfaction, number of music related professional development, and
perceptions of administrative support. These variables were further explored with
qualitative data collected from three focus group sessions.
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Quantitative Research Questions
Quantitative data was gathered with an electronic self-report questionnaire created
by combining two instruments to measure job satisfaction and administrative support and
adding the necessary questions to collect participant demographics and professional
development data. The Job Satisfaction Survey (Appendix F) was used to measure music
teachers’ job satisfaction, professional development was measured by the number of
hours participants spent annually participating in music related professional development
(PD), and administrative support was measured by the Teachers’ Perceptions of
Administrative Support survey (Appendix G).
RQ1. What is music teachers’ perceived level of job satisfaction?
Job satisfaction falls under the growth component of the ERG theory as job
satisfaction stems directly from the satisfaction derived from worthwhile work. Music
teachers are musicians first, therefore the need for creativity is an integral part of the
profession. To answer the first question the descriptive statistics were calculated for the
data from the JSS. Results indicated music teachers had a high to moderately high level
of job satisfaction (M = 4.23, SD = 0.76). These findings of high levels of job satisfaction
are consistent with other studies measuring music teacher job satisfaction (Baker, 2007).
A study by Baker (2007) involving 87 early career secondary choral educators found
similar results with 85% of participants reporting to be somewhat or very satisfied with
their teaching positions and most intending to stay in their current teaching assignment.
Although the overall rating of job satisfaction by music teachers in the study was
generally high, it cannot be assumed there are no causes for dissatisfaction so further
qualitative evidence is needed to provide scope to the results.
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RQ2. What is music teachers’ amount of music related professional development (PD)?
The second research question was answered with analysis of music teachers’
responses to the PD portion of the questionnaire. The study results indicated music
teachers attended between 0 and 15 hours of music-related professional development
annually (M = 1.76, SD = 0.53). Collaboration and cooperation with peers are a major
component of most PD offerings and the relatedness needs of the ERG theory assumes a
need for social interaction. Active engagement in PD also indicates a desire for
professional growth like the ERG theory suggests.
Educators’ sometimes measure their effectiveness based on accomplishments of
their students, so they enjoy seeing students do well. Potera and Mehmeti (2019) found in
a quantitative study of 170 teachers the highest motivating factors for professional
development were 1) student outcomes (M = 1.48, SD = 0.50), 2) job satisfaction (M =
1.54, SD = 0.50), and 3) technology development (M = 1.60, SD = 0.49). Yoon and Kim
(2021) found from a 2018 survey of 2,411 teachers that approximately 75% of
participants reported they participated in PD activities designed to improve their content,
curriculum, and pedagogical knowledge, but teachers were less likely to participate in PD
activities related to general teacher practices. Likewise, music teachers often feel that PD
related to general teacher practices are not applicable to the music classroom but are still
frequently required to attend them. The quantitative portion of this study only measured
participants’ music related PD experiences, so it is likely the overall amount of PD
attended annually is higher than the reported number due to the required local and state
PD mandated each year.
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RQ3. What is music teachers’ perceived level of administrative support?
Administrative support is important for any professional educator (Cockpim &
Somprach, 2019), but especially for content areas that fall outside of the core subjects of
math, science, language arts, and social studies. Examination of the data found music
teachers perceived a neutral to moderate (M = 3.66, SD = 1.03) level of administrative
support. While this result indicates administrators do support their music programs to
some extent, there is still room for improvement. Support from administrators not only
benefits music teachers and their programs, but administration and leadership style have
also been found have a large impact on school culture as a whole (Sanderson et al.,
2019). According to the third level of the ERG theory, workers need to be able to find
levels of self-esteem in the work they produce, and administrators have the power to
directly impact music teachers’ work self-esteem by providing support or denying it.
Hancock (2016) analyzed 270 music teacher records from a national survey and found
20.8% identified dissatisfaction with administrator support to be the most important
influence leading to music teachers deciding to change schools. Administrators should be
cognizant of the impact they have over all school employees’ psychological welfare,
including music educators.
RQ4. What is the relationship between music teachers’ perceptions of job satisfaction
and the number of hours of music related professional development?
The fourth research question was answered by comparing participants’ reported
level of job satisfaction to their annual number of hours of music related professional
development. A weak positive relationship that was approaching significance (r = 0.28, r2
= 0.08, and p = 0.06) was found between the amount of music related professional
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development attended and music teachers’ perceptions of job satisfaction. This result
indicates that music teacher job satisfaction increases slightly with the amount of music
related professional development attended. A study by Bautista and Wong (2019) found
music teachers perceived that the duration of PD tended to be directly proportional to its
helpfulness. If the duration of PD is directly proportional to its helpfulness and the
amount of music related PD attended is proportional to job satisfaction, it can be
surmised that music teachers find relevant and helpful PD increases overall job
satisfaction which is also in accordance with the growth need of the ERG theory.
Additional review of the literature produces mixed results regarding the impact of
professional development on music teacher job satisfaction. Yoon and Kim (2021) found
teachers with higher participatory PD profiles had significantly higher job satisfaction
while Potera and Mehmeti (2019) found teachers’ degree of job satisfaction and the
increased demand or need for participation in professional development were not
reciprocally linked. Three groups of factors identified by Bukantaitė & Kubiliūtė (2015)
that encourage learning in the workplace are evaluation, functional, and structural factors,
and teachers’ learning in their workplace is encouraged by their desire to improve
professionally, confidence in themselves and their opportunities, and a desire to feel good
in their work environment. While the literature contains mixed results regarding the
impact of PD on teacher job satisfaction, study results generally show a positive
correlation between the participation in PD and teacher job satisfaction (Bautista &
Wong, 2019; Potera & Mehmeti, 2019; Yoon & Kim, 2021).
Music teachers have been found to identify and self-initiate music related
professional development to meet their personal, collaborative, and reflective needs for
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the different stages of their career cycles (Johnson et al., 2019). This need to self-initiate
music related PD might be due to a lack of satisfaction in school-led PD opportunities.
Sanderson et al. (2019) found a survey of 518 music teachers to be generally satisfied in
all surveyed aspects of their working conditions except for school led professional
development, where participants’ consensus was mostly negative. These results were
echoed in the qualitative findings of this study. The identified groups of factors that
encourage learning in the workplace and music teachers’ tendency to self-initiate music
related professional development both support the findings of this study that suggest a
positive relationship exists between music teacher job satisfaction and number of hours of
music related professional development.
RQ5. What is the relationship between music teachers’ perceptions of job satisfaction
and perceived level of administrative support?
Administrators play an important role in teacher job satisfaction, retention, and
attrition (Baker, 2007), and perceptions of supportive school leadership is strongly
associated with job satisfaction for educators (Ansley et al., 2019). This study found this
to be consistent with a statistically significant strong positive relationship (r = 0.65, r2 =
0.42, and p< .001) between the amount of administrative support and music teachers’
perceptions of job satisfaction, indicating that music teachers’ job satisfaction increases
as administrative support increases. Although there is limited literature pertaining
specifically to music teacher job satisfaction and administrative support, the results of
this study are consistent with existing perceptions regarding teacher job satisfaction and
administrative support (García Torres, 2019).
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Qualitative Research Questions
The participants’ qualitative responses are arranged by the three major themes of
job satisfaction, professional development, and administrator support to align with the
research questions. Each theme also contains a series of subthemes. While these thoughts
are not all inclusive, they do provide an enlightening glimpse into the world of music
educators and examples of situations they encounter.
RQ6. What are music teachers’ perceptions of job satisfaction?
Analysis of the discussion from the focus group sessions revealed the five
subthemes related to the overarching theme of job satisfaction: (a) collaboration and
relationships, (b) teacher preparation, (c) stress, (d) scheduling, and (e) perceptions of the
profession. ERG theory indicates that teachers’ needs affect job satisfaction, and these
findings are indicative of teachers’ needs for both relatedness and growth.
Participants felt strongly that all music teachers should be part of a community for
support and mentorship which is consistent with Baker (2007) who found that
“Colleagues in the music field” was ranked highest on teachers’ and principals’ responses
to the rating of the importance of types of professional assistance and that the support of
other teachers has been shown to be a primary factor in early career music teachers’
decision to stay in the teaching profession. Plainly stated, music teachers rely on support
from their colleagues. Participants’ reasoning for joining a professional community was
largely based upon the foundation that music teachers are frequently isolated in their
teaching positions. Hancock (2008) indicates that music teachers are often members of
small departments and generally left to make their own pedagogical decisions (Hancock,
2008), so opportunities to collaborate with other music teachers generally welcomed.

121

Participants strongly felt that either teaching with another music educator or forming
professional relationships with other music educators greatly affected their overall job
satisfaction. The ERG theory posits relatedness, or the need for social interaction, as a
basic need which explains why an investigation of 321 secondary music educators found
music teachers who left the profession were less likely to have had a mentor (Russell,
2012). The findings from this study provide further evidence to support the importance of
music educators participating in some form of professional interaction with other music
educators, whether it be engaging in mentoring style partnership or simply joining a
professional community of other music educators.
Another subtheme identified from the larger theme of job satisfaction was teacher
preparation. Focus group participants found their undergraduate music teacher programs
had not prepared them to effectively teach all music content areas. Preservice music
educators are often required to declare a specialization such as instrumental, choral, or
general music, and specify an age group, for example, secondary or elementary music,
although upon graduating it is most common for music teachers to earn a K-12 or PK-12
music teaching license (Kuebel, 2017) which grants the certification to teach all music
specializations and grade levels. While a lack of research shows how frequently it occurs,
it is not uncommon for music educators to teach outside of their primary specialization at
some point during their careers with the most common out-of-specialization transition
being to elementary music (Groulx, 2015; Kuebel, 2017). This was consistent with
findings from the current study as two of the focus group participants reported teaching
outside of their primary concentration, with one participant being a secondary
instrumentalist teaching elementary music and the other being a secondary
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instrumentalist that currently teaches secondary vocal music. A qualitative case study of
five instrumentalists teaching elementary general music found most participants felt
unprepared to teach elementary general music when they first began due to a lack of
exposure to elementary music throughout their undergraduate degree programs (Kuebel,
2019). The study findings support and agree with Kuebel’s findings. As many music
educators work outside their area of concentration, consideration should be taken by
current music teacher educators to utilize their current curriculum to better prepare music
educators for success in a multitude of teaching scenarios (Kuebel, 2019). Additional
areas participants reported to be lacking in their undergraduate music teacher programs
were managing student discipline, and basic business fundamentals.
Stress and scheduling were two additional subthemes that emerged from the
overarching theme of job satisfaction. Working as a music teacher can be incredibly
stressful (Varona, 2018), and participants in all three focus group sessions brought up
scheduling as an important issue. The ERG theory identifies routine and schedule as part
of the basic existence needs, so disruption will negatively affect workers. Grievances
described by participants included unreasonable class schedules for the music teachers to
follow, adding and removing students from classes late into the quarter, placing unwilling
students into performance-based classes, and not having a schedule conducive to building
a program. Participants also resented being required to teach non-music courses. The
requirement of music teachers to teach non-music-related courses is a fairly common
occurrence as Matthews and Koner (2017) found 16% of surveyed music teachers
reported teaching at least one non-music-based course. Situations such as these were also
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causes of stress for focus group participants. Although these stress and scheduling issues
are listed under job satisfaction, they are also closely tied to administrative support.
A final subtheme that emerged from the larger theme of job satisfaction was
perceptions of the profession. Participants largely felt that administrators and the public
view music programs as halftime entertainment for football games or that elementary
music consists of singing and dancing. These concerns are not new, as Madsen and
Hancock (2002) found music teacher concerns related to administrator support included
differing understandings of music education importance, perceiving music as
extracurricular activity, and challenges to the content of instruction. This concern of how
music programs are perceived was present at both the elementary and secondary level. To
summarize, although participants generally expressed high levels of job satisfaction,
important identified factors affecting job satisfaction included collaboration and
relationships, teacher preparation, stress, scheduling, and perceptions of the job.
RQ7. What are music teachers’ perceptions of professional development?
The four subthemes of ideal PD, relevant PD, observations, and the effects of
music related PD emerged from the larger PD theme. The literature supports the
participants’ views that professional development should be continuous and spread over a
long period of time. Bautista and Wong (2019) found in a music teacher study involving
a qualitative focus group of 12 participants and a quantitative survey of 98 participants
that music teachers prefer long and work-intensive PD initiatives that focus on a mix of
content directly applicable in class and value active learning opportunities and interacting
with familiar fellow colleagues. Participants of the study shared that their most helpful
PD experience averaged 67 hours (SD = 139.4). Similarly, Potera and Mehmeti (2019)
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found the need for continuous professional development to be the top motivational factor
for PD. These findings agree with the focus group responses where participants
repeatedly expressed a desire for sustained relevant PD offerings directly applicable to
their music class settings and opportunities to observe rehearsals and performances of
other ensembles.
The ERG theory suggests workers have a basic need for social interaction which
can be fulfilled by participation in professional development. While Gallo (2018) found
from an analysis of the 2011-2012 Schools and Staffing Survey that music teachers were
significantly less likely to collaborate with other educators on issues of instruction and
engaged in significantly less technology-related professional activity, they reported
significantly higher levels of satisfaction and engaged in more content-specific activity
than some higher stakes disciplines. This matches the responses from the focus groups
where participants had a higher enjoyment of music related PD and reported feeling
reenergized and having a renewed spark after attending music conferences. West (2021)
advocates that socially interactive and sustained PD participation should be increased
which was also a sentiment expressed by all three focus groups. The overall findings
from the focus group sessions relating to professional development are that music
teachers want sustained and relevant PD opportunities that include the observations of
other ensembles performances and rehearsals, and that music related PD has an overall
positive effect on music teacher job satisfaction.
RQ8. What are music teachers’ perceptions of administrative support?
Participants’ perceptions of administrative support could be categorized into the
four subthemes of ideal administrative support, examples of good administrative support,
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examples of poor administrator support, and administrator presence. Participants
described an ideal administrator as one who would allow them to have agency over their
programs and provide support when needed without micromanaging. While there were
many examples given of both positive and negative examples of administrator support,
participants had an easier time thinking of instances where they did not feel supported.
The literature reflects this as one study found a major concern of 120 band director
respondents centered on a perceived lack of support from school officials and the
community at large (Heston et al., 1996). Overall, the focus group participants wanted
administrators to show more support by having a stronger presence in the classroom and
making an effort to attend performances not related to secondary events such as football
games and parades.
Additional Findings and Discussion
The focus group data included additional findings that did not fit into any of the
subthemes but were still relevant to participants’ overall job satisfaction. Additional
responses impacting job satisfaction that were notable included student achievement,
having available resources, and parental support. Student enthusiasm, performance skills,
and musical competencies have all been found to be significant contributing factors to
music teacher job satisfaction (Heston et al., 1996). Robison and Russell (2021) found in
a survey of 115 rural Wyoming music teachers that 21.4% of participants planned to
migrate to different teaching jobs within five years and 12.1% planned to leave the
profession altogether. This rate has remained consistent over the past fifteen years as
Hancock (2008) also found from a survey of 1,931 music teachers that participants who
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indicated greater levels of administration and parent support were less likely to be at high
risk for attrition and migration.
Limitations
The limitations of this research study include recruiting participants from a
respectively small geographical area that had a working relationship with the researcher.
It is possible the response rate was limited by the electronic distribution of the electronic
survey, and data collection occurred during the height of the first wave of the Covid-19
pandemic, so the researcher was not able to access as many people to recruit for the
study. Another limitation was the lack of representation of novice teachers in the focus
group sessions. The restricted geography covered by the research could have also
influenced the overall results of the study. These limitations could be addressed in future
research by expanding the geographical area from which participants are recruited and
including novice teachers in the qualitative focus group sessions.
Recommendations for Future Research
The examination and exploration of the relationships between music teacher job
satisfaction, professional development, and administrative support conducted in this
study provide a better understanding of music teachers’ perceptions of job satisfaction
and is intended to serve as a resource for school administrators to help improve overall
music teacher job satisfaction. Based on the study findings the researcher has several
recommendations for further research into music teacher job satisfaction. Results of this
study reveal a significant relationship between music teacher job satisfaction and
administrative support and indicate a relationship that is approaching significance
between music teacher job satisfaction and professional development. The focus group
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sessions revealed strong feelings of both like and dislike for professional development
that was dependent on whether the professional development was valid and targeted
towards music teachers. The researcher recommends exploring in more detail the
relationship between music teacher job satisfaction and professional development with
distinction between the type of professional development being attended. While studies
have been done on music teachers’ perceptions of the most and least helpful professional
development (Bautista & Wong, 2019), the quality of music teacher professional
development (Bautista et al., 2017; Gallo, 2018), and music teachers’ professional
development needs (Johnson et al., 2019) there is a lack of literature addressing music
teacher job satisfaction in relation to types of professional development. Further
exploration of this topic would serve advantageous to both music educators and school
administrators when planning professional development activities. The author also
recommends researchers to further explore contributing factors to music teacher attrition.
Recommendations for Policy and Practice
Depending on the expectations of specific music programs, the music education
profession can be one of great sacrifice but also great reward. Music educators enjoy
working with students and revel in their accomplishments (Matthews & Koner, 2017),
but as this study has shown, administrators have the ability to provide invaluable support
to assist or they can create additional challenges for music teachers to overcome. While
aspects of the profession can prove challenging to the most seasoned of educators,
effective administrative support would serve to benefit all music educators no matter in
which stage of their career they currently are.
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This study exposed three current issues music teachers associate with
administrative support. The first was a lack of administrator presence in their classrooms
and at their performances. Music teachers expressed a strong desire for administrators to
be present in their classrooms and especially at performances. The second issue was a
lack of understanding from administration about music programs and what they do.
Participants felt that administrators did not understand them or the music curriculum. A
third issue was discontent with current scheduling practices. Insufficient administrative
support has been identified as a primary motivator for music educators to leave the
profession and one of the biggest concerns expressed by music educators is the general
lack of support for music (Matthews & Koner, 2017). One explanation may be that
principals perceive their support for teachers is greater than the support teachers feel they
receive (Hughes et al., 2015). Educating administrators and equipping them with a better
understanding of the music teacher profession and specifically how to support music
educators is a small step in the right direction for improving music teacher job
satisfaction and reducing music teacher attrition rates.
Although music teachers share many similarities with non-music teachers, there
are aspects of the music education profession that deviate from the education profession
norm (e.g., curriculum flexibility, performance expectations, extracurricular
requirements). Therefore, administrators should be educated on what music education
programs need and expect regarding support from the administration. Initial exposure to
the specific nature and needs of music teachers and music programs could be introduced
to future administrators through administration certification curriculums, but the
implementation should be a continuous and sustained effort as music programs grow and
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change over time. To achieve the first component, administrators should communicate
with their music teachers early in the year to secure the schedule for major performances
and make an effort to attend at least one performance per year. Ideally administrators
should attend all major performances but may not be able to due to scheduling conflicts.
To achieve the second component, administrators should secure a copy of either the state
or national music standards to become more educated on the goals and workings of music
programs in their schools. Curriculums of music programs follow basic standards, and
awareness of these will better help administrators to understand and support their music
programs. Finally, the third component can be achieved by administrators reviewing and
revising their scheduling policies. Communication with their music teachers will help to
minimize any misunderstandings about scheduling inadequacies or insufficient practices.
Administrators have the potential to improve music teacher job satisfaction by
becoming more educated about what music educators do and the challenges associated
with running performance based educational music programs. Implementing changes that
will help and support music educators will ultimately improve music teacher job
satisfaction and hopefully be a start to reducing rates of music teacher attrition.
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